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Abstract
Design and Implementation of Preparation Strategies for Massachusetts Comprehensive
Assessment System Stakeholders. Josephs, Judith, 2006: Applied Dissertation, Nova
Southeastern University, Fischler School of Education and Human Services. Computer
Assisted Instruction/Home Study/Instructional Strategies/Test Taking Strategies
This applied dissertation was designed to provide better access to current preparation
strategies for passing the Massachusetts Comprehensive Assessment System (MCAS)
test. The test preparation strategies did not meet the needs of the students. The students
did not know how to use the computer to study for the test and did not know how to study
at home for the test. Teachers also did not know of the availability of electronic
information to enrich their lessons and increase the achievement of vocational high
school students.
The researcher developed strategies to train students and teachers on Bridges Transitions
(1999) testGEAR and TestSCOPE as well as other strategies such as the development of
a professional learning community, peer tutoring, and collaboration. Daily sessions on
these minitests provided students and teachers with the latest training in test preparation.
Teachers were encouraged to use this information for curriculum enrichment and as a
source for curriculum integration.
An analysis of the data revealed that students were more likely to use the
on-line test preparation course. The most successful activities were determined by an
analysis of the data received from the MCAS scores, Bridges TestSCOPE report, and a
teacher survey questionnaire.
The researcher developed a plan for teachers of English Language Arts MCAS
preparation to learn how to incorporate the use of computerized adaptive testing in their
specialized area of teaching. The plan emphasized (a) professional learning communities,
(b) interpretation and use of MCAS test scores, and (c) the positive correlation between
those students who utilized testGEAR the most and those who passed the MCAS test.
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Chapter 1: Introduction
Community Description
The district is located in a large industrial city north of Boston. As the core city
for the North Shore outside Boston, the city has many thriving businesses and attractive
neighborhoods. The municipality is ripe in natural endowments, including a beautiful
seashore and a large public woodland; however, like other older communities in the
northeast, the city has its share of social and economic concerns.
The city is situated in the Greater Boston area, which has excellent rail, air, and
highway facilities. A commuter rail service runs from the city to North Station, Boston,
approximately every 25 minutes.
Although the city developed its major industrial capacity, handsome summer
estates established the city as a fashionable Boston resort area. At least a dozen large
waterfront estates were built, and other land was subdivided for increasingly suburban
residential development. The city has, as its form of government, a mayor and a city
council. The city has approximately 10% low- and moderate-income housing. Public
housing is an important political issue. Rental assistance is provided by the state to 476
families and by the federal government for 1,931 homes (Department of Housing and
Community Development, 2000).
The district is located in one of the largest cities in Essex County. This
municipality is an urban manufacturing and commercial center, densely populated and
culturally diverse. Residents are proud of the city’s long history, which parallels the
history of New England as a whole.
The history of the city shows its incorporation as a town in 1631 and as a city in
1830. Shoe manufacturing was the prime industry during the 18th and 19th century. The
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city became a manufacturing center during the 20th century. There are presently nearly
200 manufacturing plants in operation in the area.
The city has a strong mayoral form of government with the mayor and 11
members of the City Council elected every 2 years. There is a council member for each
of the seven wards, and there are 4 council members at large. The population of the city
is projected to decrease in the next decade.
Approximately 65% of the community is below the poverty level and 60% of the
population is minority. Approximately 90,000 people live in the city (Department of
Housing and Community Development, 2000). Many citizens are first-generation
immigrants. A good many of the students interpret communication from the school to the
parents. The community needs to have well-trained educated students to work in the local
businesses. The city also needs to have good citizens to participate in democratic events.
The school is an urban, vocational technical high school on the Lynnway in the
center of the city. There were approximately 1,100 students in the school in 2003. In
1999, the school opened a new technology building, doubling its space and adding new
courses. The characteristics of the school can be described as a technical high school in
an urban setting with a growing minority population (Massachusetts Department of
Education [MDOE], 2003b). The minority population of students at the school was 68%.
The proportion of students receiving free and reduced-price lunch increased to 65%.
These figures indicated the economic circumstances of half of the student population.
The MDOE (2003b) indicated the student demographics during 2003-2004 school
year. The enrollment included 15.1% African Americans compared to 15.4% in the
district and 8.8% in the state, and 12.1% Asian compared with 12.0% in the district and
4.7% in the state. Hispanic included 40.6% at the school, 34.2% in the district, and 11.5%
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in the state, and Whites included 31.9% at the school, 38.1% in the district, and 74.6% in
the state.
The number of Hispanics in the school was far greater than in the district and
almost four times that of the state. The number of students whose first language was not
English was 48.2% compared with only 42.5% in the district and only 13.7% in the state.
The percentage of students from low-income families was 69.9% of the school
population, 68.3% of the district population, but only 27.2% of the state population. The
school’s special education population was 22.1% in comparison to the district’s 14.7%
and the state’s 15.6%. When comparing low-income students, 70% of the school’s
students far exceed low income in the state with only 27%. The poverty level was more
than double that of the state. In comparing the school with the state, the researcher noted
that the Hispanic population was the largest subgroup in the school. The low-income
subgroup represented more than two thirds of the student population (MDOE, 2003b).
The proportion of minority students at the school had increased significantly from 30% in
1991 to 68% in 2004. There remained, however, a very large number of students for
whom English was a second language. These students faced real challenges on
high-stakes tests such as Massachusetts Comprehensive Assessment System (MCAS).
There are three other high schools in the city two are public and one is private.
The school must fit the unique needs of the city, and the school department must support
a high-quality educational program.
The school first opened its doors in 1945. The school was an all-male school and
had trade courses in demand. The school had a specialization in machine shop due to the
heavy demand for manufacturing at that time. General Electric was the major employer in
the city and hired many of the graduates.
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Today, many of the alumni own businesses in the surrounding area and are a
source of jobs for many of today’s students. Trades such as electrical, carpentry, and
metal construction are popular. The school first opened its doors to women in 1972. At
that time, additional courses were added, such as cosmetology, dental assistant, and data
processing. The researcher is the first woman administrator in the school.
The advisory board at the school consists of community members. Each technical
area such as electrical consisted of 10 members of the community. Cooperative education
is an important part of school activities. Many local companies sign contracts each year
to participate in work-based learning. The community members and the school staff
work together to address the needs of businesses in the area.
The school’s primary mission is to educate and prepare students for employment
or postsecondary education. A balance of classroom instruction, vocational experiences,
and supportive services are offered to enhance the development of high standards in
academic achievement and technical and occupational proficiency.
The staff has the vision to provide students with optimal and equitable
opportunities to perform to the level of proficiency on high performance standards. In
addition, students in the school are prepared by vocational programs to enter the
workplace or pursue their goals through higher education. The cultural factors that make
the school unique include the fact that the school began as an all-male school. Another
cultural factor is an emphasis on sports. There was also a belief that vocational
education could provide a lifetime of financial support for the family and the student. The
statement “When you have a trade, you have it made” was often quoted throughout the
school. Many alumni have made their lifetime earnings from the skills learned at this
school.
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Staff and Administrators
The demographics of faculty and staff include three male administrators. The
support staff includes five guidance counselors, eight department heads, one school
nurse, one school resource officer, and a peer mediator. The staff has very few minority
role models.
Faculty of the school includes 46 vocational teachers and 56 academic teachers.
The latter includes 14 special educational teachers, 3 English language learner (ELL)
teachers, 3 physical education teachers, and 1 water safety instructor. Six aides work in
special education classes and with the physically challenged.
The science department added marine biology to its Grade 12 offerings in
September, 2004. The school was proud that its first graduation class in early childhood
education, computer repair, and TV media shops was in June 2003. The first students in
hotel and restaurant management graduated in 2004.
Many of the school’s staff are active members of the Massachusetts Vocational
Association and keep abreast of vocational issues and the development of the Certificate
of Occupational Proficiency for vocational school graduates. The renovated building and
the new annex with its new equipment and hundreds of computers enhance an already
desirable learning environment. Direct lines of communication exist between the faculty
and the administrators. There are monthly faculty meetings, weekly meetings with the
department heads, and daily notices sent by e-mail to all staff.
Researcher’s Role
The researcher, in her role as guidance and placement counselor, was responsible
for the final placement at graduation of all senior students. Achievement on the MCAS
exams was a factor in placement of students in college, the military, and in the
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workplace. If a student failed to pass the MCAS exam, he or she could not receive a high
school diploma, only a certificate of completion. The failure to receive a diploma affected
students' ability to move into college, the military, and workplace apprentice programs. A
partnership existed between the academic and vocational faculty to facilitate the
successful placement of its students. As the placement counselor, the researcher worked
as part of the team to create the professional development events of the school. A
leadership role was part of the job description of the placement counselor. She
coordinated activities leading to the successful placement of all students at graduation.
The school has a dual role as a technical high school. The students must meet all
the requirements necessary to receive a high school diploma and must master the skills in
their chosen technical area. The role of the coordinator of placement was to communicate
with both the academic and technical faculty to achieve this goal.
The faculty of approximately 100 teachers has many contacts in the community.
Many have been in business themselves and are very knowledgeable about the business
community.
All teachers attested to the competency of their students by indicating a level of
expertise that they had achieved. For example, the electrical teacher indicated the skill
ability of each student to work with an electrical contractor. This method allowed
successful placement of students into cooperative education as well as placement at
graduation into the workplace.
The leadership skills the researcher used to accomplish successful implementation
of the interventions included fostering dialogue. Marquardt (2002) described dialogue as:
a high level of listening and communication between people. It requires the free
and creative exploration of subtle issues and the ability to listen deeply to another
person while suspending our own views. The discipline of dialogue involves
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learning to recognize the patterns of team interaction that may promote or
undermine learning. (p. 26)
In this dissertation, the researcher was the leader of the team that designed and
selected the strategy-setting processes and activities to increase student achievement. In
the role of leader, the researcher assembled a team that was diligent in working toward
and in reaching this goal. A leader must also inspire trust and loyalty in coworkers. This
was another important skill the researcher displayed.
Nature of the Problem
Empirical. The range of data on the MDOE MCAS test in English language arts
(ELA) indicated that the percentage of failing and needs improvement scores from 19982003 school years was consistently high. Scores in the failing range during 1998-2003
school years were 56% in 1998, 62% in 1999, 64% in 2000, 46% in 2001, 31% in 2002,
and 36% in 2003. Scores in the needs improvement range during 1998-2003 school years
were 40% in 1998, 35% in 1999, 30% in 2000, 42% in 2001, 47% in 2002, and 40% in
2003. The data indicated the proficient scores were 4% in 1998, 2% in 1999, 5% in 2000,
12% in 2001, 20% in 2002, and 21% in 2003 (see Figure 1). There was a need to change
the way instruction was tailored to meet students’ individual needs and learning styles as
well as a need to change the strategies used by students when accessing, processing, and
applying information and new knowledge during the learning process (MDOE, 1999,
2000, 2001, 2002, 2003a).
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Figure 1. Massachusetts Comprehensive Assessment System English language arts test results, 1998 to
2003.

Intervention strategies included the implementation of a new test preparation
course designed to identify, assess, and address the unique learning needs of individual
youngsters. The computer-based test aspect of the study concentrated on students’
learning styles identified by the Brain Scan (Bridges Transitions, 1999) portion of the test
package. There was also a renewed effort to increase faculty collaboration and dialogue
especially as applied to the use of test data provided by the computer test package and
MCAS scores. There were also efforts to broaden the scope and degree of consistency
within the instructional process and methodology used in the ELA and library media
classes.
Normative. By September 2006, student passing rates on the Grade 10 ELA
section of the MCAS test had increased from 75% in 2004 to 82% in 2006. The needs
improvement percentage on the Grade 10 section of the MCAS test had decreased from
50% in 2004 to 47% in 2006. The proficient rate on the Grade 10 section of the MCAS
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test increased from 24% in 2004 to 35% in 2006. The results were greater than expected.
TestGEAR was used by students in 2006 but not in 2004.
The researcher will present evidence of computer adaptive test implementation,
professional learning community assessment improvement, and increased collaboration
among the faculty. The evidence will also show that scores can be increased with
increased effort on the part of both teachers and students.
For the 2005-2006 school years, the school improvement plan members expressed
a desire for the researcher to support a Professional Learning Community (PLC). The
PLC Assessment (PLCA) was designed to assess insight about the school’s principal,
instructional staff, and stakeholders based on the five dimensions of a PLC and the
significant characteristics (Olivier, Hipp, & Huffman, 2003). According to Olivier et al.,
this measure serves as a tool to describe those “practices observed at the school level
relating to shared and supportive leadership, shared values and vision, collective learning
and application, shared personal practice and supportive conditions” (p. 69).
The methodology used to choose the participants was random sampling. A letter
and the survey were placed in 100 faculty mailboxes. All faculty members were notified
that the survey was anonymous. After encouraging return of the surveys through faculty
e-mail, approximately 25% of the surveys were returned to the researcher’s mailbox.
Purpose of the Intervention
The purposes of the planned intervention were to build capacity as a PLC, to
move towards the goal of achieving adequate yearly progress (AYP) on the MCAS, and
to increase student achievement on MCAS.
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PLC Strategy
A description of a PLC included the characteristics of the culture of the school,
such as a shared mission, vision, and values, collective inquiry, collaborative teams,
action orientation and experimentation, and continuous improvement. Ricker (2004)
stated that the school department was following the lead of Boston and other large urban
school districts by dividing the district’s schools into separate learning communities. A
main focus of the communities was to increase achievement. Schools, as well as the
district, cannot make AYP unless all subgroups pass MCAS.
The state required schools and districts to make AYP to avoid being deemed
underperforming and risk eventual state takeover. The MCAS tests of spring 2004 AYP
data issued by the MDOE indicated underperformance. This was the focus of the problem
introduced by the researcher. The school did not meet the improvement required by the
state. The school was also under federal watch for failure to improve the scores.
Background and Significance of the Problem
Passing the MCAS tests and retests was of critical importance because of the
diploma ramifications. Assessment, then, was serious business at the high school level in
Massachusetts because passing the MCAS was very important to students and parents.
The students who failed to pass the MCAS did not receive a diploma at graduation.
Riordan and Noyce (2001) had this to say about Massachusetts’ assessment, the MCAS.
In 1993 the legislature passed a sweeping education reform act requiring among
many other provisions, the establishment of curriculum frameworks and new
assessments (MCAS) based on state standards in core academic areas . . . By
1997, new assessment questions were field tested and in 1998-1999 MCAS was
being administered in grade 4, 8, and 10. (p. 372)
President Bush and politicians at all levels have made it clear that assessment
testing and accountability are here to stay. The MCAS data includes the reporting of
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scores to the public, information regarding the possible taking over of schools that
continue to demonstrate low levels of student performance, and a passing score necessary
for high school graduation. The MCAS test has no rewards given to teachers or schools
that demonstrate high levels of student performance. Today, testing has become a tool to
implement policy. Policymakers, fueled by the public’s belief in the infallibility of test
results, have used testing and test scores as the qualifying measure upon which to judge
the success of teachers, students, and the education program.
The MDOE research indicated that as the importance of testing programs
increase, so does the public pressure on schools to increase achievement. With a
high-stakes, state-mandated testing program that included a passing score necessary for
high school graduation, parents were not only interested in a comparison between their
schools and the schools of other communities, but they were especially concerned that
their children attain a score that would allow them to graduate from high school. Pressure
from parents might be another factor that causes changes in teachers’ instructional
practices, especially for high school teachers.
On June 18, 1993, the governor of Massachusetts signed the Educational Reform
Act into law. The law addressed and mandated fundamental changes in the state’s public
education system. Among the areas affected by the law were school finance, teacher
tenure, certification, curriculum, and assessment.
In the areas of curriculum assessment, new curriculum frameworks and learning
standards were created in the areas of ELA, mathematics, science, history, social science,
and world languages. A high-stakes, state-mandated performance assessment called the
MCAS was designed to evaluate progress in meeting the state’s new learning standards in
the curriculum frameworks. The high stakes attached to the MCAS examination included
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a passing score required for high school graduation. Beginning with the class of 2003,
students needed to pass the 10th-grade MCAS to graduate from high school.
The MCAS was written and piloted over a series of trial testing sessions from
1995-1997 as a means of holding districts and schools accountable for the curriculum
standards and contents. Although other kinds of assessments including portfolio
assessment were discussed as options during the era of education reform, implementation
of these options included too many obstacles. As a result, the criterion-referenced MCAS
standardized test became the assessment of choice. The MCAS test was implemented in
the spring of 1998 in ELA and mathematics. Students’ knowledge and skills in those
areas were tested through multiple-choice, essay, and open-response questions across a
range of grade levels from 4 through 10. Students’ performance indicated a range of
scaled scores from 200-280.
A scaled score of 200-219 equals failure, a scaled score 220-240 equals needs
improvement, a scaled score 241-260 equals proficient, and a scaled score 261-280
equals advanced proficient. From 1998-2000, students took the test in Grades 4, 8, and
10. As previously stated, high school students must pass the test in mathematics and ELA
in order to receive a diploma. Students who did not pass the exam after five retests were
awarded a certificate of completion at the end of 12th grade.
Problem Description
The MCAS test results at the school in ELA for 2002-2003 school year were 3%
advanced performance level compared with 20% in the state, 21% proficient compared
with 41% in the state, 40% needs improvement compared to 28% in the state, and 36%
failing compared with 12% in the state (see Figure 2). The school’s scores were lower
than the state. There were 218 students in the school’s test results (MDOE, 2003).

Percentage of Population
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Figure 2. Comparison of the school’s Massachusetts Comprehensive Assessment System results with state
of Massachusetts results on the Massachusetts Comprehensive Assessment System. (2003).

Problem Documentation
The district report card for the city for 2004 test results indicated that 2% of the
students at the school achieved advanced status compared to 19% with the students from
the state, 24% of the students at the school achieved a proficient status compared with
43% of the students from the state, 50% of the students from the school achieved needs
improvement status compared with 27% of the students from the state, and 25% of the
students from the school failed compared with 11% of the students from the state. There
were 262 students from the school who were included in the test results. The school
failed to compare favorably with the state test results.
Test Preparation Courses
The school researched several test preparation courses before choosing one best
suited to low-income, urban students. There was a committee, which included the
Library Media Specialist, the Information Technologist, the placement counselor,
and the English Department Head. The process took approximately six months.
The selection process was internally generated. Bridges offered the school both
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ELA and mathematics tests without cost to the school. The decision was based on
the quality of the test preparation and the free cost. The three companies considered
were the Princeton Review, Kaplan K12 Learning Services, and Bridges Transitions. The
Princeton Review provided expert instructors well versed in both tested MCAS materials
and test-taking strategies related to the MCAS. In addition, the Princeton Review
provided ample course materials including Princeton Review-authored 10th-grade MCAS
workbooks with homework assignments, practice exams, and on-line tools. All materials
were aligned to the 10th-grade MCAS exam for the subject being taught.
Kaplan K12 Learning Services charged $35 per pupil and offered a
paper-and-pencil test. The Kaplan ELA offered learning in essay writing, literacy texts,
inferential thinking, grammar, vocabulary, and basic comprehension.
Bridges Transitions was a company providing career information services and
educational planning tools. Over 13,500 schools, universities, and agencies subscribe to
Bridges Transitions’ customized career products. Bridges Transitions, in business for 22
years since 1982, served the career development needs of millions of students and adults
seeking educational or career planning assistance.
One of the interventions for test preparation for low-income, urban students was
an on-line test prep courseware from Bridges Transitions (1999) called testGEAR. This
course had earned the 2004 Distinguished Achievement Award from the Association of
Educational Publishers for excellence in educational publishing. This award recognized
services that inspired students and others to learn testGEAR, powered by Testu.com. The
testGEAR on-line program gave students the help they needed to meet the standards they
faced on their high school exit exams. Students reinforced skills and built confidence
through short practice tests and longer, full-length tests that replicated the actual test.
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Easy-to-use reporting tools allowed educators to instantly assess student abilities aligned
to state standards and benchmarks, enabling data-driven instruction decisions at the
classroom, school, and district levels. This test offered powerful customized lessons for
students based on their strengths and weaknesses. TestGEAR was delivered over the
Internet. This program provided learning modules that targeted skill deficiencies and
assigned practice tests to build student confidence with acquired skills.
For teachers, TestSCOPE (Bridges Transitions, 1999) generated real-time,
easy-to-use reports that identified students’ mastery of content standards. The course
provided relevant content aligned to state standards. The on-line preparation test allowed
for targeted instruction and selected remediation strategies; provided immediate
identification of at-risk students; promoted a culture of performance-led instruction; and
granted anytime, anywhere access to curriculum and reports over the Internet. The
effectiveness of this program was determined by whether students were learning the
content material.
The testGEAR system offered each student a personalized study plan based on a
brief diagnostic test. Depending on the course, students were guided by the school’s
faculty through 25 hours to more than 50 hours of on-line instruction that strengthened
content skills, introduced test-taking strategies, and built confidence with many short
practice tests and full-length exams. The role of the teacher was to instruct the students in
the on-line process of the test. The teacher observed whether the students were able to
learn the technology necessary to understand the methods used in the test. The English
department collaborated with the MCAS preparation facilitator to motivate the student to
use the test preparation course as much as possible. The course was available at any time,
wherever Internet access was available to the student.
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The reporting tool of the Bridges Transitions research department was
TestSCOPE. Kaplan K12 Learning Services and Princeton Review were other test
preparation courses which were considered. The Princeton Review offered a course for
$350 per pupil, which included 30 hours of instruction. It also had a homeroom.com
course for $3,000. The Princeton Review offered comprehensive MCAS preparation
course for both the English and mathematics sections. Courses included 10 hours of
classroom instruction for English, concentrating on those skills represented on the test.
There was an additional 4 hours per subject dedicated to diagnostic testing using
Princeton Review’s full-length, 10th-grade practice exams.
Teaching Strategies
The teaching instruction included project-based group investigation and organized
lectures focused on specific objectives. Teachers also used recitation to question student
responses and color-coded material, which highlighted important items. An attempt was
made to identify student confusion, to maximize student participation, and to stimulate
higher level thinking. The fourth strategy was direct instruction in which the teacher
stated objectives. The present concepts were stated with examples. Questions were asked
to check understanding. Students practiced in groups as well as alone. The teacher
corrected and decided whether to retest a student.
Examples of teaching styles by the MCAS technology facilitator and the English
department included collaborative learning, on-line resources, and applied learning.
English teachers modified their existing styles to include a sample from the questioning
MCAS preparation courses. Each teacher was given a curriculum to follow. If positive
results were seen on the MCAS by using testGEAR, the curriculum committee would
recommend testGEAR for adoption by the district. The on-line tests have been adopted
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both in mathematics and ELA. An early adoption had been recommended in the 9th grade
as well as the 10th grade.
The strategies that were used to motivate the students to work hard and apply
themselves to pass the test included rewards, recognition, and praise. The top students, as
chosen by the MCAS prep faculty, who showed best efforts on the MCAS preparation
received gift certificates. Awards were given to students who demonstrated achievement
and improvement as measured by the results of the MCAS test. The school staff stressed
the importance of the test in all assemblies and award programs.
Parents’ Role
The parents’ role in the process as it exists today included participation on the
School Improvement Council. The parents on the council wrote the yearly school
improvement plan. This plan presented the vision statement, needs assessment, summary
of priority needs, and an action plan for the school. It was intended to guide school
activities over a 3-year period. The school had three nights for parents to meet with the
staff to discuss achievement of their child. Notices were sent to parents in multilanguages
indicating the importance of passing the MCAS test and the consequences for graduation.
Ideally, if the parents had a computer at home, they could see the child’s score on
the report and be more aware of the student’s level of achievement. The Bridges
Transitions on-line programs were available at home, in school, in the library, or other
Internet locations. Because the students were allowed to use the program 24 hours a day,
the involvement of the parents had greater meaning. If the parents had a home computer,
they could participate on-line with the student. There was an MCAS parents’ night. The
MCAS facilitator and counselors explained the program to the parents and included
instructions on their participation with their child. The objective was to come in and meet
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with the facilitator and view the report. There was an invitation to parents to come into
class and be part of the program.
TestGEAR was different from Kaplan K12 Learning Services and Princeton
Review. Bridges Transitions testGEAR featured practice opportunities and minitests.
There were fewer long tests. The course grouped students into categories of reading, such
as high, medium, and low. The preparation test focused on strengths and weaknesses such
as how to find the main idea of a story, the author’s point of view, and other problem
areas.
In an ideal world, many schools have technology integration specialists.
Technology integration specialists were critical to collaboration with other teachers. The
specialists were responsible for helping teachers integrate technology into the curriculum.
Project-based learning research on the Internet was part of long-term goals. English
teachers augmented their curriculum by bringing students into the computer laboratory,
having assigned times per week, and using the testGEAR software. The objective of this
on-line preparation was to give them a boost in order to gain the necessary points they
needed to pass the test. At the time of this study, that was our focus.
The components inside the intervention strategies and outside their boundaries
were in place and highlighted technology. Internet access was available to all students.
There were computers available for all students to use.
The administrative support for the intervention included use of time, staffing, and
public relations. The MCAS facilitators, including the Library Media Specialist,
Technology Integration Specialist, the English department head, and the English
Department faculty worked with the researcher to provide data and feedback on their
experience with the test. Their job was to increase the achievement of all students
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taking the MCAS ELA test. The staff was instructed to cooperate with the researcher.
The public relations included notice to all staff members about the intervention as well as
use of e-mail to provide testimonials of successful students using testGEAR.
MCAS English teachers were responsible for teaching the content in the
curriculum frameworks. One of the teaching strategies was to facilitate on-line
instructional programs earlier. A recommendation for adoption was to include the on-line
instruction in the 9th grade instead of the 10th grade. The Technology Integration
Specialist and Library Media Instructor facilitated the instructional technology software.
Other English teachers had curriculum they had to follow. They asked the Technology
Integration Specialists about the test and collaborated as much as possible. They all used
a Stavru (2000) test book entitled Massachusetts Mastering the MCAS Grade 10. Other
English teachers used this book as well as the technology facilitator.
The researcher gathered data for the study from the MDOE and Bridges
Transitions’ research department as well as the city’s data department. The building
technology specialist instructed students and teachers in the technology necessary to use
the on-line preparation course. Teachers also used the MCAS ELA books. Administrators
agreed to this process. The curriculum of the English teachers was structured and was
driven by the frameworks developed by the MDOE. The English teachers strictly adhered
to the curriculum.
The National Honor Society and Skills USA students in the school participated in
peer tutoring. Salem State College and North Shore Community College students also
participated in tutoring the school’s students. Teachers also did individual tutoring. There
was an active role by the Technology Integration Specialists, Library Media Instructor,
English teachers, parents, tutors, students, and college student tutors. Tutors worked
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individually with the students on the software.
In the Bridges Transitions program, students first took a personality quiz to see
what kind of learner they were. Often, the results of the test indicated that they disliked
reading. Then they took a diagnostic test. The test evaluated and came up with a
prescribed curriculum for the individual. For example, if students were weak in
comprehension, this area was stressed. If the students performed well, these students
would not need the tutor. If students had a problem, the tutor could help the students.
Other interventions in addition to the Bridges Transitions software preparation
included two periods of English daily in the 10th grade. The extra English classes
provided consistent instruction in the content area. The alternate week shop classes had a
disruptive effect on the consistency of the ELA instruction. In the 10th grade, all students
took both English and MCAS ELA preparation. The optimum score was to have more
students move into the proficient category such as the high 230s on the MCAS test. The
MDOE wanted to see growth on the MCAS test scores. The students not passing the
MCAS test the first time must move to 220. Those passing must move to 230 out of
needs improvement and into proficient.
Perkins Secondary Local Plan Update Fiscal Year 2005
The process used to analyze MCAS results of career and technical students
included item analysis, individual strengths and weaknesses, and dialogue concerning
changes necessary in the nature of instruction. ELA and special education department
heads analyzed the MCAS data with the help of the central administration curriculum
team to determine the strengths and weaknesses of all special population students. These
students were defined as students who have an individual education plan or a plan of
instructional accommodations provided under Section 504 of the Rehabilitation Act of
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1973. After analyzing the data, the department heads conducted departmental meetings
with staff and developed strategies to implement district goals.
The academic department heads also attended vocational cluster department
meetings and shared the data and strategies with the vocational teachers. This was to
ensure that all teachers were teaching to the same goal. Once the data had been analyzed,
academic department heads met with vocational department heads and their staff to assist
in integrating the district goals in their curriculum. In school year 2005-2006, the school
had a team of teachers trained in using TestWiz (2005). This provided another tool to
analyze the data.
The school administrator met with the Systems Information Management
Software (SIMS) data team, and a plan was put in place to break down the MCAS data by
special populations. The data were generated and delivered to the school’s administration
prior to the central administration curriculum instruction team receiving the district’s
MCAS data. The school’s administrators analyzed the data for school-based initiatives to
work in line with district initiatives.
Vocational and academic department heads held combined cluster meetings to
share information and teaching strategies in geometry, algebra, technical writing, and
history. Together, the departments assigned the students a Collins (1997) writing
assignment. Students prepared the written report and also an oral report in their academic
subject class. Sometimes, the oral report required the entire class to travel to the students'
vocational shop for the report. A new teaching strategy was that the director/department
head for content and correct procedure reviewed all Collins assignments. The folders
were then reviewed at random by central office administrators. The results were shared
with the department head and teacher. The objective of the above teaching strategies was

22
to increase ELA achievement.
All students beginning in school year 2005-2006 were required to produce an
electronic document with the following minimum requirements. The document included
research using the Internet, a report using Microsoft Word, a spreadsheet using Excel,
and a 3-minute minimum PowerPoint presentation. The subject area was in their
vocational field of study and all reports were kept in a student file maintained in their
related class. This data were available to the administration at a moment’s notice. This
was written into the Perkins Grant. The objective of the above teaching strategies was to
increase ELA achievement.
In Grade 9, all special population students received double periods of English and
mathematics. In Grade 10, all students received a class in MCAS mathematics and
English in addition to their regular English and geometry class. In Grade 11, all students
who had not passed the MCAS test in Grade 10 took an additional MCAS prep class in
addition to their regular English and algebra classes. The school’s staff made every
attempt to group these students together in all their English and math classes. This
grouping allowed the students to receive additional attention at a pace more acceptable to
them.
Research Questions
Five research questions were addressed in this applied research study. They are
as follows:
1. Will building capacity of the faculty to become a PLC improve Grade 10
MCAS student achievement?
2. Will the use of Bridges Transitions testGEAR result in improving Grade 10
MCAS student achievement?
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3. Does an ethnic and poverty gap actually exist?
4. Does tutoring result in higher ELA achievement?
5. Does parental involvement result in higher ELA achievement?
Definition of Terms
Olivier et al. (2003) defined the PLCA as
designed to assess perceptions about the school’s principal, staff, and stakeholders
(parents and community members) based on the five dimensions of a PLC and the
critical attributes. The questionnaire contains statements about practices that occur
at the school level. The measure serves as a more descriptive tool of those
practices observed at the school level related to shared and supportive leadership;
shared values and vision; collective learning and application; shared personal
practice; and supportive conditions, both relationships and structures. (p. 69)
The MCAS is a high-stakes, state-mandated performance assessment. This test
was designed to evaluate improvement in meeting the state’s new learning values in the
curriculum frameworks. Bridges Transitions was a leading provider of career information
services, guidance, and self-directed career and educational development tools, including
a test preparation course called testGEAR.
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Chapter 2: Review of the Related Literature
The major components involved in the researcher's interventions included
use of professional learning community assessment - creating a culture of
collaboration, computer adaptive testing and technology, role of teachers and
parents in minority education, teachers' professional development/leadership, and
increasing achievement by different means.
Professional Learning Community Assessment
Creating a Culture of Collaboration
A review and analysis of this assessment appeared to indicate that creating a
culture of collaboration, vision, trust, extra time to share instructional ideas, and
shared decision-making improves instruction and provides accountability.
If you do not have a culture of collaboration, it is impossible to improve
instruction.
Senge, Kleiner, Roberts, Ross, and Smith (1993) stated,
At the heart of building shared vision is the task of designing and evolving
ongoing processes in which people at every level of the organization, in every
role, can speak from the heart about what really matters to them and be
heard by senior management and each other. (p. 299)
Huffman and Hipps’ (2003) concepts of shared leadership, collective vision,
collective learning, shared personal practice, and supportive conditions were used to
create a PLC at the school. Fullan (2001) inferred,
Leadership must come from many sources. The teacher in a collaborative culture
who contributes to the success of peers is a leader; the mentor, the grade-level
coordinator, the department, the local union representative are all leaders if they
are working in a professional learning community. (p. 266)
Lambert (2005) suggested that “during the transitional phase, the principal's role was to
gradually let go, releasing some authority and control while providing continued support
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and coaching as teachers take on more responsibility” (p. 64).
Procedures
DuFour and Eaker (1998) implied,
Time for collaboration must be built into the school day and year. The way in
which a school structures its time can have a tremendous impact upon
commitment to a change process. This fact is often overlooked in school
improvement initiatives. (p. 121)
Fullan (2001) suggested the loosely coupled school system of the past now
exists on borrowed time. Fullan stated to accomplish the reforms, "it will take a city,
a community, and a professional learning community. It is, in a word, a systemschanging proposition" (p. 212).
DuFour and Eaker (1998) used collaboration and collective learning within
assessments to develop a PLC which enabled the schools to begin interventions
highlighted further in this chapter. DuFour and Eaker stressed teams to create change. In
their model, they included time for collaboration. The main point of the collaboration was
on outcomes and improving teaching. DuFour and Eaker also emphasized the need for
open communication among staff members to share information and increase risk taking.
The literature cited the works of many authors regarding the areas of the
PLC, achievement of students on state assessment tests, shared leadership, vision
building, educational reform, collective learning, shared personal practice, building
capacity, and assessment testing of minority children. The foundation for the
researcher’s intervention plan focused on the works of Chrisman (2005), Fullan
(2001), Olivier et al. (2003), Olson (2005), and Senge (1990). Their writing laid the
foundation for the researcher’s intervention plan. Senge’s work noted the concepts
of joint vision, dialogue, and organizational change. Senge stated that when we give
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up the delusion that the world is created of detached, isolated forces, “we can then
build learning organizations, organizations where people continually expand their
capacity to create the results they truly desire” (p. 3).
A major study, the Educators' Blueprint (Building Blocks.com, 2005)
indicated the importance of treating all teachers with respect. The Blueprint
highlighted the need for common planning time by scheduling this time as a
priority. The time was used to set up committees. The Blueprint emphasized a
major strategy of "creating a culture that encourages risk-taking and constant
improvement." Teachers shared new ideas as part of an intervention of teaming
and flexible scheduling. The idea of sharing and mentoring new teachers were part
of this Blueprint study.
In summary, the movement towards a change in the culture of the school was
recommended by both the literature and The Educators' Blueprints for Effective
Standards-Based Reform. The strengths of this applied dissertation study included a
focus on the literature emphasizing the dimensions of building capacity towards
being a PLC and changing the attitude of the staff. The interventions of the
researcher included the introduction of a vision or a goal to increase MCAS scores.
The researcher also simulated the literature review by working with the staff in
adopting collaborative efforts and collective learning. The implementation of a
survey before and after training of students and teachers for the use of a test
preparation program showed the change in attitude. The use of extended time and
risk taking was shown in the literature and used as part of the implementation
process.
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Computerized Adaptive Testing and Technology
In introducing computer testing, the researcher focused on technology usage
as an intervention to aid teachers in moving forward to compete effectively on
standardized testing.
Wenglinsky (2006) analyzed the National Assessment of Educational
Progress and reported the following findings:

that the greatest boost to student achievement may come when schools take
the role of the computer in the classroom one step further and simply ensure
that students have the generic technology skills they need to apply this
powerful tool to their learning across the curriculum. (p. 32).
Olson (2005) commented that, “Besides providing the data that schools need
to adjust curriculum, computerized adaptive testing can provide information about
the instructional and training skills that teachers must acquire to address areas of
weakness, boost student achievement, and improve school performance” (p. 40).
Olson (2005) indicated that “Computerized adaptive testing enhances
student engagement by alleviating the boredom that high achievers experience when
tests are too easy, as well as the frustration that low achieving students feel when
tests are too difficult” (p. 38). The results of the computerized testing would indicate
the strengths and weaknesses of each student.
In promoting the intervention of on-line test preparation, Given (2002) wrote
as follows:

As we use technology and telecommunications more and more, the role of
language in promoting social system learning becomes more pronounced . . .
Because language plays such a critical role in social learning, people
personalize technology by forming on-line interest groups that communicate
internationally via e-mail. When people can connect electronically with
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others who think, feel or believe as they do, their need for belonging is
addressed. Then the social learning system for good or ill fosters
collaborative problem solving, supports others, and honors individual
diversity across the miles just as is done within family and community
groups. In fact, collaboration may occur at a higher level because racial or
cultural differences that may interfere because of prejudices are unknown
when communicating by e-mail. (p. 68)
Olson (2005) commented that in turning towards technology, “computerized
assessment can provide the timeliness and cost-effectiveness needed to meet some of
the ambitious demands of today's school . . . enhancing the ability of computerized
assessment to quickly and accurately garner information about student
achievement” (p. 38). A major study the Educators' Blueprint (Building Blocks.com,
2005) focused on initiatives to raise MCAS performance. One of the initiatives
models the intervention utilized in this report by integrating library, media, and
technology into the effort to raise standards. The Massachusetts Curriculum
Frameworks promotes finding the resources to utilize technology.
In highlighting the need for assessment, Costa and Kallick (2000) established
the following:
Assessment is a legitimate activity in schools. Indeed, many educational
reformers argue that school improvement at all levels is and must be
assessment driven, are not conducted for their own sake; rather, they must
be administered for some legitimate purpose. (p.85)
According to Olson (2005),
NCLB regulations demand that tests measure grade-level progress comparing the
scores of students in a particular grade with the scores of students in that same
grade the previous year. But districts and states are finding that they can include
growth data obtained through CAT and still satisfy NCLB requirements. (p. 39)
In summary, the technology staff must work together to help students and
teachers get the most academic benefit from the use of computers. The literature
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and major research studies referred to the benefits gained from the usage of
computers and technology to increase academic performance. The intervention used
by this researcher concentrated on training students and teachers in the usage of a
computerized adaptive test to aid in increasing achievement.
Role of Teachers and Parents in Minority Education
In introducing the importance of both teachers and parents in minority
education, the researcher highlighted interventions stressing the roles of each. Many
of the Hispanic students have only one parent in this country and one in the
Dominican Republic. The Dominicans represent the largest number of Hispanics.
More than half of the parents do not speak English (MDOE, 2004). In reference to
parent involvement, Fullan (2001) clearly responded as follows:
Teachers cannot do it alone. Parents and other community members are
crucial and largely untapped resources who have (or can be helped to have)
assets and expertise that are essential to the partnership. However, well or
badly they do it, parents are their children’s very first educators. They have
knowledge of their children that is not available to anyone else. They have a
vested and committed interest in their children’s success, and they also have
valuable knowledge and skills to contribute that spring from their interests,
hobbies, occupation and place in the community. The research is very clear
about the benefits, indeed the necessity, of parent engagement. (p. 199)
The next theme of the literature review referred to the improvement in
achievement on state exit exams. Popham (2001) added that
The kind of item you’ll likely encounter on a standardized achievement test is
the kind that’s more likely to be answered correctly by children from
affluent and middle-class families than by children from low-income families.
These are the items that are clearly linked to the child’s socioeconomic status
(SES)--that is, the probability that an individual student will answer the item
correctly will be meaningfully influenced by such factors as parental
education levels and family income. (p. 55)
The parent information center at the city’s data department reported that
the mobility rate for the 2003-2004 school years was 23%. These students
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transferred out of the school or out of the school district during the 1-year period.
Changing schools within a school year was hard on students as well as teachers who
found new students in their classes who had not had the instruction that other
students had learned. One of the factors in lower test scores was frequent school
changes (MDOE, 2004).
In meeting the needs of diverse students, Cummings (2000) wrote,
In today’s classroom, student diversity has increased wining strategies for
classroom management academically, emotionally, and socially. Add to this
the increase in non-English-speaking students as well as students from
different cultures and students with physical disabilities, now you’ve got true
diversity. Increased diversity has greatly increased the need for improvement
in classroom management, if we are to meet the needs of all students. (p. 4)
In meeting individual student needs, Cummings also added the following:
Can you just imagine what would happen in a classroom where the teacher
simply lectured, expected students to listen, then give seatwork assignments?
This style of teaching, often referred to as data dumping or spraying and
praying, was a mode of delivery in classrooms in the 1980s. If we want to
meet the needs of all learners today, it won’t work. (p. 5)
The researcher was a placement counselor who counseled large numbers of
minority children. In addressing factors related to school improvement, Kim and
Lyons (2003) responded as follows:
The growing number of ethnic and racial minorities in the United States
during the past four decades has led to an increased attention to the unique
needs of these individuals. This attention has been further heightened by
research findings, which show that many minority individuals tend to
underutilize and prematurely terminate from counseling services. As a
result, the theoretical and empirical literature on ways in which counselors
can provide more culturally relevant and sensitive services has increasingly
highlighted the importance of the relationship between counselors’
multicultural counseling competence and positive counseling outcome. (p.
400)
The focus of this paper was on assessment, particularly of minority groups.
The researcher examined assessment issues with Hispanic students. Cofresi and
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Gorman (2004) noted,
The most recent U.S. Census estimated that 32.8 million Latinos in the
United States account for 12% of the U.S. population. Future projections
indicate that by the year 2025, Latinos will account for 44% of its population
growth. In the US, along with the growing numbers of Latino in the US
comes an increasing need for an efficient and fair means of assessing such a
culturally and linguistically diverse population. There is also a need for
better understanding of the effects of the native language on psychological
assessment results. (p. 99)
Bailey and Paisley (2004) believed that high dropout rates and poor academic
performance are too often characteristic of the educational experience for African
American male adolescents. Bailey and Paisley stated, “The poor academic and
social performance of African American male adolescents has been linked to the
lack of role models, low self-esteem, hopelessness, productivity dysfunction, and low
expectations by the school, communities, and society at-large” (p. 10). It was
necessary for counselors to identify positive male African Americans in the
community who could serve as potential leaders for the program or as mentors after
the program had been implemented. This part of the theme of the literature review
was to improve student achievement, particularly in the poor minority subgroups.
The continuing theme of increasing achievement among subgroups focused
on English language and literacy. According to Hawkins (2004),
We are experiencing an unprecedented wave of immigration nationally. Data
from the United States Department of Education shows that the number of
students with “limited English skills” in U.S. schools has doubled in the last
decade, with the current count at 5 million. Current data simultaneously
identify a shortage of teachers across the nation who are qualified or trained
to teach those children. (p. 14)
An additional strength of the study showed strategies for improving
achievement among subgroups. Test preparation, quality teaching, and risk taking
were among some of the strategies. There were variables such as language, which
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cannot always be improved by quality teaching.
Hill and Flynn (2006) referred to a study done by Joyce Epstein at Johns
Hopkins University. This model concentrated its efforts in Wyoming on a growing
population of Spanish-speaking students with limited resources. The study
underscored the need "to identify and integrate resources and services from the
community to strengthen school programs, family practices, and student learning
and development." (p.113). The intervention in this report also helped minority
students by soliciting awards and job opportunities from the community for
minority students to improve their MCAS performance.
The Educators' Blueprint (BuildingBlocks.com, 2005) for effective standardsbased reforms utilized a plan that meets the needs of disadvantaged, urban students.
The literature and research study indicated that building partnerships with the
community, encouraging parental involvement, and improving classroom
management were effective interventions. The literature also indicated the
importance of building relationships between counselors, teachers, and students,
obtaining qualified teachers, adding more minority role models, and finding a fair
means of assessing a linguistically diverse population.
In summation, the interventions used by this researcher included offering
motivations to minority children donated by the community. The parents were
invited to the school by using letters and telephones in both English and Spanish.
Counselors, librarians, technology instructors, and English teachers served on the
committee to bring new interventions into the school to raise achievement. The
related literature herein also indicated a need to increase the skills of students in
learning across the curriculum. The researcher focused on interventions that would
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help them overcome poverty in answering questions on the MCAS test. The
researcher also focused on the need for good classroom management to meet the
needs of minority children. The researcher emphasized the need for change in
meeting the needs of the growing culturally diverse population. The interventions
used by the researcher adopted strategies to benefit a growing minority population.
Teachers and students were introduced to new techniques in learning such as the
adoption of testGEAR, a computerized adaptive test.
Teachers' Professional Development/Leadership
By introducing this category, the researcher showed the importance of
professional development and leadership in her interventions. The researcher
highlighted the need for continuing education of staff in both their content area and
in the strategies for effective teaching.
Boyd and McGee (1995) reported strong pleas for different roles for
teachers. The reports emphasized the need for teachers to extend their influence
beyond the classroom and into activities of leadership. Elmore (2000) indicated that
school systems should be held responsible for student learning.
Heifetz (1994) inferred that “Leadership is a razor's edge because one has to
oversee a sustained period of social disequilibrium during which people confront the
contradictions in their lives and communities and adjust their values” (p. 127).
The researcher’s plan included building leadership capacity for each of the
groups: students, teachers, parents, and community. In reference to building
leadership, Lambert (2005) implied that the leadership capacity of educators should
include students. Linking adult learning to student learning adopts an image of
school culture that supports teachers. Lambert stated,
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During the high leadership capacity phase, the school encourages the
teachers to play more prominent leadership roles. The principal takes a
lower profile and focuses on facilitation and co participation rather than
dominance. Teachers begin to initiate actions, take responsibility, discover
time for joint efforts, and identify crucial questions about student learning.
(p. 65)
Marzano (2003) outlined four principles for a new era of school reform.
These principles were “Taking the pulse of a school” (p. 160), “identifying and
implementing an intervention” (p. 165), “examining the effect on achievement” (p.
166), and “moving to the next issue” (p. 171).
Reeves (2006a) stated a change from the old models of professional
development,
Consider focusing on a few things, what to teach, how to teach it, how to meet
the needs of individual students, and how to build internal capacity. With an
emphasis on internal capacity, the leadership of professional development
efforts comes from the faculty itself, and a large part of professional
education takes place in the classroom in the context of authentic teaching.
(p. 86).

Cushman (2006) shows the need for effective school leadership as he spoke
with 65 high school students from across the United States in a six-month research
study on school leadership. The questionnaire asked for the perspectives of students
on the role of school climate and leadership. The response highlighted the need for
meaning.
Like adults, high school students don't expect their workday to include only
experiences they enjoy. But their comments show that they do need a sense
of agency, purpose, and meaning in what they do with their time and energy.
And whenever we link a school's goals with that need for meaning, a stronger
school culture will result. (p. 37).
Reeves (2006b) referred to leadership in the following way:
Many people live their lives aspiring to make a difference and to live a life
that matters. There need be no such uncertainty in the life of an educator or
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school leader. Every decision we make, from daily interactions with students
to the most consequential policies at every level of government, will influence
leadership and earning. (p. 180).
Chrisman (2005) indicated that better faculty leadership improved school
operations and commented that “improved student achievement seems to be a
product of how well a school operates and depends on the quality of leadership and
the effectiveness of instructional programs and practices” (p. 17).
The Educators' Blueprint (BuildingBlocks.com, 2005) utilized a plan to
implement professional development programs and teacher leadership as part of an
effort involved in bringing students to higher achievement standards.
In summary, the literature review focused on teacher leadership to endorse
new programs such as computer testing which foster increasing achievement. The
literature focused on the strengths of each faculty member to lead and become
proactive to benefit student performance. The literature also focused on an internal
capacity that comes from the faculty itself. The interventions used in this applied
dissertation study relied on teacher leadership and continuing professional
development. The interventions focused on the leadership and the professional
development coming from the faculty themselves.
Increasing Achievement by Different Means
By introducing additional interventions, the researcher focused on helping at
risk children achieve success by a dedicated search for the most effective teaching
methods.
Reeves (2006) stated, "Our lives and those of the children we serve need not
be subject only to random chance…What we do matters." (p. 180) One effective
strategy included highlighting the success of students.

36
Miller (2006) conducted a study to answer the question of how to work with
marginalized students. In her study she interviewed educators who made this
question their mission in life. According to the interviews, the educators stated
"Taking every possible opportunity to single out a student for positive attention and
feedback" makes a real difference. (p. 53)
The emphasis on data and instructing students based on need resulted in
improvement of test scores. Olson (2005) indicated,
Such data, showing individual student growth are more valuable than data
that merely tell us whether students have exceeded an arbitrary proficiency
level. When individual students achieve, that is the best indicator of student
improvement--one student at a time. (p. 40)

Corcoran (1995) considered the idea that teachers conduct research in their
own classes. Change occurs by involving teachers in research.
With respect to increasing achievement by different means, Wiggins and
McTighe (1998) established the following:
Teachers are designers. An essential act of our profession is the design of
curriculum and learning experiences to meet specified purposes. We are also
designers of assessments to diagnose student needs to guide our teaching and
to enable us, our students, and others (parents and administrators) to
determine whether our goals have been achieved; that is, did the students
learn and understand the desired knowledge? (p. 7)

A summary of the major literature themes of increasing achievement by
different means included searching for the best teaching strategies available.
Another theme was to promote any positive success of each student. A further
theme was to introduce use of data and continuing research. The interventions of
the researcher involved searching for the best possible teaching strategies, such as
the use of testGEAR, a computerized adaptive test. A key component of the research
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was to promote student success. When a student achieved success on the retest, an
email was sent out to all students. The successful student was allowed to go to
classrooms to deliver a testimonial regarding the use of the test preparation
strategies. Teachers were encouraged to use data from the MCAS, testSCOPE and
testGEAR to determine the strengths and weaknesses of each student.
In summation, the use of the PLCA to measure the change in attitude and
endorsement of the culture of collaboration was a first step. The next step endorsed
by the literature was the training of teachers and students in the use of technology
and the computerized adaptive test. A third step was to train students in the use of
computers to increase their MCAS scores. Another step was to build the role of
parents in the education of their children. The encouragement of teachers to use
different means such as research and the use of data focused on changing the
culture of the school
The literature and major studies addressed the components of the
interventions presented by the researcher herein. The key components were use of a
professional community assessment, computer adaptive testing, role of teachers and
parents in minority education, teachers' professional development/leadership, and
increasing achievement by different means. The references show that such
interventions can be beneficial in enhancing student achievement, when applied
appropriately.
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Chapter 3: Methodology
Participants
The participants were the 10th-grade students at the school who were first-time
takers of the MCAS test. The teachers were the catalyst for learning. There was an
opportunity to increase the organizational learning of the entire faculty. There existed the
opportunity to raise achievement scores of all test takers of the MCAS test and to move
towards the goal of achieving AYP for all students.
Procedures
The focus of this applied dissertation was an opportunity to collect data on the
attitudes, behaviors, and feelings of staff members during the vocational professional
development conference collaboratively planned as a means of sustaining positive change
in the area of language arts achievement. The main interventions were (a) test
preparation, (b) PLCA, (c) vision and mission, and (d) collaboration. The researcher
analyzed minutes, scheduled meetings, and facilitated teacher preparation meetings. The
researcher found resources to implement the interventions. Collaboration was the primary
thread that tied the interventions.
Terminal Objectives
The following were the terminal objectives for this dissertation:
1. The number of students in Grade 10 who pass the ELA portion of the MCAS
test the first time will increase from 75% in 2004 to 81% in 2006. The first objective was
to increase the percentage of those students passing the MCAS for the first time who
benefited from use of testGEAR. The objective was achieved..
2. The passing rate on the ELA MCAS test in Grade 10 will increase from 75% in
2004 to 81% in 2006. The needs improvement rate in 2004 was 50%, decreased to 47%
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in 2006, and the proficient rate increased from 24% in 2004 to 35% in 2006. The
objective was achieved.
3. A change within the English department will occur in the strategies instructors
use in teaching based on the professional Learning Community Assessment (Huffman &
Hipp, 2003; see Appendix A).
4. The culture of the school will change to a PLC, in which shared vision,
collective inquiry, collaborative teams, action experimentation, and continuous
improvement exist.
The instruction was tailored to meet students' individual needs and learning styles.
A renewed effort was made to increase faculty collaboration and dialogue, especially as
applied to the use of test data provided by Bridges Transitions and MCAS scores and to
broaden the scope of degree of consistency within the instructional process and
methodology used in the ELA and library media classes.
Process Objectives
The process objectives included all the steps needed to achieve the terminal
objectives, as follows:
1. Introduced the faculty to Bridges Transitions testGEAR as a new instructional
practice.
2. Introduced to the students the technology necessary to work with the Bridges
Transitions testGear preparation courses.
3. Introduced peer tutoring.
4. Introduced new instructional practices to the faculty.
6. Met the needs of diverse student learners through professional development.
The researcher used the following methods to facilitate these tasks: interviewed
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the teachers, took the steps necessary to meet the improvement goal for all students to
pass the MCAS test, conducted interviews with teachers to obtain feedback on the current
initiatives, analyzed data received from the department of education as to the strengths
and weaknesses of the outcomes of the test, and analyzed the data from the Bridges
Transitions software program to understand the improvements obtained from the use of
this program.
MCAS preparation teachers and facilitators received training in teaming,
assessment skills, testGEAR, and information on developing a PLC. The sound
assessment practice knowledge was based on Popham (2001) and on the MCAS test
results from the MDOE (1999, 2000, 2002, 2003a, 2004, 2005, 2006). The topics
presented by the information technologist, librarian, and the placement counselor
included socioeconomic factors in testing, bias practices, methods of assessments, item
analysis, and instructional effectiveness. The researcher provided interview sheets to take
the pulse of the teachers and to share information. The details of the teacher preparation
meetings were as follows:
1. English teachers, MCAS test facilitators, the placement counselor, and the
director met monthly to receive feedback on MCAS state meetings and to receive
professional development. The agendas included steps to improve MCAS results.
2. Emphasis of the meetings was on improving scores, reflection, sound teaching
practices, and collective teaching.
3. Emphasis at meetings continued to meet the terminal objectives of developing a
PLC and raising MCAS scores.
The following activities were necessary to raise MCAS scores for all students and
introduce testGEAR:
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1. The school administrator met with the SIMS data team and a plan was put in
place to break down the MCAS data for all 10th-grade students. The school administrator
analyzed the data for school-based initiatives to work in line with district initiatives.
2. The school’s Test Item Analysis Reports were used to improve curriculum and
instruction. In school year 2005-2006, the school had a team of teachers trained in using
TestWiz. This gave the teachers another tool to use to analyze the data.
3. Individual Student Success Plans were developed, updated, and shared with
staff, parents, and students. There was a collaborative effort between the guidance staff,
parents, and students to work together helping the students pass the MCAS and informing
teachers of the content area in which students needed help.
4. Vocational and academic department heads held combined cluster meetings to
share information and teaching strategies in technical writing and history. Together, the
departments assigned the students a Collins writing assignment, November, 2005. This
was a strategy to get to write more in line with the test. The student prepared the written
report and also an oral report in his or her academic subject class. The oral report
required the class to travel to the student's vocational shop for the report. All Collins
assignments were reviewed by the director for content and procedure, and the results
were shared with the department head and teacher.
5. All students in 2005-2006 school year were required to produce an electronic
document. It included research using the Internet, a report using Microsoft Word, a
spreadsheet using Excel, and a 3-minute minimum PowerPoint presentation. The subject
area was in their vocational field of study, and all reports were kept in a student file
maintained in their related class.
6. All teachers were trained during professional days on computers prior to
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entering the classroom. Workshops offered training after school hours to fortify
individual teacher knowledge.
7. In Grade 9, all students received double periods of English. In Grade 10, all
students received a class in MCAS English along with their regular English class. In
Grade 11, all students who had not passed the MCAS test took an additional MCAS prep
class in addition to their regular English class. The school administrators made every
attempt to group these students together in all their English classes. This grouping
allowed the students to receive additional attention at a pace more acceptable to them.
8. Tutors were hired to work with these students before and after school in small
groups. The school also used students in the National Honor Society and Skills USA as
student coaches. The school linked up with North Shore Community College tutoring
Saturday program, and student teachers from Salem State volunteered to be tutors for
these students.
9. Boy Scouts of America speaker series reinforced concepts taught by the
teachers.
10. At the end of each staff meeting, time was dedicated to a dialogue promoted
by the questions, what did we learn from this activity and what would I like to learn next?
Once the organization was practicing as a PLC, the staff examined assumptions of
past practices during faculty meetings, department meetings, and MCAS cluster
meetings. The staff examined what they valued about the current school culture. The
feedback stimulated the creation of systems thinking that would promote a PLC that
could easily adapt. Huffman and Hipp (2003) implied that “Schools that are operating as
professional learning communities must foster a culture in which learning by all is
valued, encouraged, and supported” (p. 67). A second PLCA survey was given to the
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faculty to judge growth with the PLC. It seemed reasonable to believe that a growth in
the school’s PLCA would be positively related to increased school MCAS test results.
Reasonable people might believe that gains in a PLC would ultimately result in gains in
the school’s MCAS test results. The researcher was not asserting the fact but wanted to
test the issue.
The empowerment of teachers was emphasized through the implementation of the
following activities: (a) MCAS teacher preparation staff, facilitator, and placement
counselor were included in the implementation process and in the allocation of resources;
(b) teachers were engaged in dialogue at department head meetings by asking teachers
questions about how to improve MCAS achievement; (c) written feedback was elicited
from teachers; (d) achievement expectations were created by promoting collaboration and
collective learning; and (e) teamwork strategies that empowered teachers were used.
There was an ongoing evaluation of the above interventions to develop a PLC. The
MCAS results data were part of the research.
Instruments
Two summative assessments were used to measure whether scores of the students
taking the state assessment exam had increased. These instruments were the state
assessment exam MCAS and the testGEAR computerized adaptive tests by Bridges
Transitions. The scores of the MCAS results achieved for the 2005-2006 school years
were analyzed for all students. The reports from Bridges Transitions were analyzed to
determine results and future usage. Both types of analysis were forms of quantitative data
to be studied.
Qualitative data from faculty meetings, minutes from department meetings, and
MCAS test preparation meetings were collected and analyzed. The school's staff
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established that they would work collaboratively to build capacity to become a PLC.
They also implemented the process objectives by acquiring the skills and experience to
become a PLC. The successful implementation of this applied dissertation enabled the
staff to become a PLC and to improve student achievement on the MCAS.
After teams that could collaborate to make changes were developed, the teams
focused their meeting time on the improvement of student learning. The teams examined
MCAS results, identified weaknesses, and developed strategies to improve achievement.
The foundations laid by this dissertation created a pathway for these activities to unfold at
the school. The MCAS facilitator, placement counselor, English teachers, and test prep
teachers set a vision to improve MCAS scores and change the culture of the school.
Teachers utilized collaboration to improve instruction and achieve MCAS positive results
for all students.
This study might benefit other groups beyond the school, both vocational and
academic urban schools. It might be possible to use the school’s model to promote
change within other schools. The challenges the researcher encountered will provide
useful information for those in leadership positions who wish to achieve improvement in
state assessment scores. The researcher perceived this initial research as the impetus for
future research on student achievement on state exit exams, especially those of
subgroups.
Limitations
A limitation might be in the skill of the facilitator in using the test preparation
course testGEAR for the first time. Another limitation might be in the usage of the survey
instrument of the PLCA. There could be a lack of skill in the interpretation of the data.
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Delimitations
The use of the Bridges transition program was restricted to the effort maintained
by the students to use the technology and computers as often as possible in order to raise
their scores. Bolman and Deal (2003) implied that
Multiframe thinking is challenging and often counterintuitive. To see the
organization at the same time as machine, family, jungle, and theater requires the
capacity to think in several ways at the same time about the same thing. Like
surfers, leaders must ride the waves of change. (p. 433)
Modern leaders must see new possibilities and create new opportunities to
discover possibilities of change. Choice is the key to achieving flexibility.
Time Line: Implementation Phase
October 2005. English teachers, MCAS test prep teachers, and facilitators met
with the placement counselor to form strategies on how to increase achievement on the
MCAS. The placement counselor presented information on test preparation courses and
the assessment method that might match the learning styles of most of the students. The
next step for the meetings of the team was determined after dialoguing on the information
reported. Another issue was updating teachers on computerized adaptive testing. This
training included familiarization with the computerized adaptive testing procedures.
Teachers monitored the amount of time spent in the use of the Bridges transition project
by having students turn in papers showing their effort.
During Week 1, an English department workshop was held to discuss MCAS
results and open-response questions as well as the new curriculum. Quarterly exams
followed prescribed curriculum. English classes were more structured. English teachers
chose themes such as gender, novels, poetry dealing with nonfiction, and quarterly
exams. The teachers evaluated 10th-grade students on their performance.
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Starting with Week 2, English department meetings took place on the third
Tuesday of the month. The focus was on reading comprehension. Grammar was given on
the quarterly exam.
During Week 3, coaches met for 1/2 day with the placement counselor. Topics
covered included (a) reflecting on the process of developing the language arts MCAS
expectations; (b) building sound assessments; (c) developing checklist of activities to
complete in the upcoming school year to ensure the improvement on the language arts
portion of the MCAS; (d) identifying any training needed by the test prep teachers; and
(e) the training each quarter of students in the technology necessary to use the
computerized adaptive test, testGEAR. Students were given technology training to
successfully begin the test preparation course. During Week 4, the English faculty
discussed strategies on development of a PLC.
November 2005. During Week 1, a copy of the test preparation information was
placed in all English teachers’ mailboxes for use in planning future instruction. The
placement counselor notified staff that she was willing to provide feedback to any
teachers who had questions regarding this test preparation program. The placement
counselor and the technology facilitator answered all questions.
During Week 2, students were given continuous technology training to
successfully begin the test preparation course. Students were advised that they could use
the course any time in a 24-hour period that they had access to a computer. Effort was
important in the usage of the preparation course.
December 2005. During Week 1, each English teacher and technology facilitator
was provided with the results of the past May exam. The results were analyzed and
evaluated by the group. Strengths and weaknesses were determined. Feedback was given
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to each student by the technology facilitator and the placement counselor to increase their
achievement. There was a focus on each subgroup.
January 2006. During Week 1, the English faculty discussed the May MCAS
exams. There was a need for motivation of students for the test. Theories of motivation
were discussed at this meeting along with the final placement of all students, the increase
of student achievement, and the move towards achieving AYP as the goal. The best
strategies for achieving this goal were the focus of the meeting. Continued discussion of
the testGEAR benefits to the students were also part of the ongoing dialogue.
February 2006. During Week 1, three meetings were held, one on the third
Tuesday for 60 minutes and two for 45 minutes during the school day for teachers to
review motivation and teaching strategies for all 10th-grade students about to take the
MCAS exam for the first time in May. The teachers completed an evaluation feedback
form.
During Week 4, reflection time continued to be part of the monthly staff meeting
each third Tuesday of the month. There were a continuous dialogue and collaboration
regarding the computerized adaptive test and efforts to motivate the student to use the test
as much as possible.
March 2006. During Week 1, ELA teachers, the facilitator, and the placement
counselor met to continue professional development about building capacity to be a PLC.
The facilitator and placement counselor chaired the meeting. There was collaboration
about the best methods to encourage the students to use the test preparation course as
much as they could even when they were not in school.
During Week 3, the placement counselor reported on the final placement of all
seniors. Placement in a vocational school means college, workplace, or military are
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included in the state report. Placement also included students who graduated high school
as well as those students who must transition to North Shore Community College to take
the Ability to Benefit exam for a General Equivalency Diploma. Those students who
failed the MCAS test were encouraged to transition to North Shore Community College
Pathways to the Success Program. There was an assessment at the college through the
Ability to Benefit examination for students who did not have a high school diploma or
General Equivalency Diploma and wished to participate in the MCAS transitional
program (see Appendix B).
April 2006. There was a continuous training of students on the test preparation
course. All students were given a password so that they could use the test at home or in
the library. There was a 24-hour possibility to use the test. The effort of each student was
studied. After the ELA test was given the last week in March, the English teachers joined
the mathematics teachers to train students for MCAS math test by using testGEAR.
TestGEAR preparation was now switched from English to math. Both English and math
teachers used testGEAR to prepare students for the MCAS math test in May.
May 2006. During Week 1, an effort continued to train students and faculty in the
merits of the computerized adaptive testing. There was a collaboration of students and
faculty to discuss strategies in the class to best promote the test. Students were
encouraged to use the test as much as they could. The importance of the effort of the
students was stressed. There was continued use of testGEAR in preparation of students
for the May MCAS exam by both English and math teachers.
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Chapter 4: Results
Data Collection and Analysis
The data collected during the implementation phase of the applied dissertation
study in a urban, technical school consisted of questionnaires, informal interviews,
surveys, TestSCOPE, testGEAR, MCAS results, and TestWiz. The data collected by the
researcher during the training were a means of introducing change in the area of the
language arts curriculum to bolster student achievement on the MCAS test. The emphasis
on teacher collaboration was an important part of the applied dissertation study in
promoting a PLC. The faculty at this school, in general, was not using technology in the
classroom; specifically, there was no use of computerized adaptive testing for the
preparation of the state exit exam.
The purpose of the planned intervention was to build capacity as a PLC to
increase student achievement on MCAS and to move in the direction of obtaining AYP
on the MCAS. The purpose of this part of the study also was to examine the effect of
training and the use of computerized adaptive testing strategies across the MCAS test
preparation classes. The primary faculty involved in training was the library media
facilitator, placement counselor, instructional technologist, and English teachers.
The research questions for this study were the following:
1. Will building capacity of the faculty to become a PLC improve Grade 10
MCAS student achievement?
2. Will the use of Bridges testGEAR result in improving Grade 10 MCAS student
achievement?
3. Does an ethnic and poverty gap in scores or achievement actually exist?
4. Does tutoring result in higher ELA achievement?
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5. Does parental involvement result in higher ELA achievement?
Teachers modified their instruction to include collaborative learning, on-line
resources, applied learning, and recognition of successful students. These strategies
were important implementations to gain academic achievement for each student.
The TestSCOPE report from Bridges Transitions (1999) was important
because the test scores of all participating students were reported for 2005-2006.
TestSCOPE showed the grades of students on every test. The outcomes of all
students were reported in TestSCOPE. All participating teachers found the reports
very useful in determining the amount of time each student used on the tests.
Teachers were able to grade students by checking each individual report. The
information included a group summary report, group diagnostic report, group
activity report, group performance report, and an individual student report.
Instruction was planned to include project-based group investigation, organized
lectures around objectives, recitation including teacher questions and student
responses, color-coded highlighted items, identification of student confusion,
maximizing student participation, and stimulating higher level thinking. The
interventions were applied to the 10th-grade students who comprised the class of
2005-2006. Test data were compared from the 6 consecutive years of MCAS testing
for the school years from 1998-2003.
For the 2005-2006 school years, the school improvement plan members
expressed a desire for the researcher to support a Professional Learning
Community (PLC). The PLC Assessment (PLCA) was designed to assess insight
about the school’s principal, instructional staff, and stakeholders based on the five
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dimensions of a PLC and the significant characteristics (Olivier, Hipp, & Huffman,
2003). According to Olivier et al., this measure serves as a tool to describe those
“practices observed at the school level relating to shared and supportive leadership,
shared values and vision, collective learning and application, shared personal
practice and supportive conditions” (p. 69).
Professional Learning Community Assessment Results
Decision-Making/Shared and Supportive Leadership
In introducing the issue of making decisions, this statement determines the
attitude of the faculty. The faculty did not share leadership initially; but the survey
showed that after the implementations of computer test the faculty shared
leadership.
Statement 1, as noted by Huffman and Hipp (2003), stated, “The staff was
consistently involved in discussing and making decisions about most school issues”
(p. 70) (see Appendixes A and C). The response was 14 out of 25 participants
agreed or strongly agreed with the statement. The data suggested that
approximately 56% believed that the staff was consistently included in discussing
and making decisions about most school issues.
Significant Results
In response to Statement 1, 56% of the participants in September, 2005
agreed with the statement; however, in the April, 2006, 89% believed that the staff
was included in making decisions about most school issues, an increase of 33%.
Preimplementation referred to the questionnaires given to teachers before the
teachers were introduced to testGEAR training. Postimplementation referred to
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questionnaires given to teachers after they were introduced to testGEAR
terminology.
Accountability/Shared and Supportive Leadership
Statement 10, also given by Huffman and Hipp (2003), was “Stakeholders
assume shared responsibility and accountability for student learning without
evidence of imposed power and authority” (p. 70). Statement 10 indicated 14 out of
25 respondents or 56% felt that stakeholders assumed shared responsibility and
accountability for student learning without evidence of imposed power and
authority. Statements 1 and 10 indicated that half of the respondents believed that
the staff was consistently involved in discussing and making decisions about most
school issues, and half did not agree. A review of the data indicated that the staff
needed to take more responsibility for making decisions about school issues. The
staff also needed to take more responsibility for student learning and not rely so
heavily on the principal. The poor response by the faculty on Statements 1 and 10
appeared to indicate that the staff could take a more active role in student learning
and school issues. The low response on this dimension appeared to indicate that the
principal could improve his ability to share and support the leadership of the
faculty.
Significant Results
In response to Statement 10, 56% of the respondents in September, 2006 felt
that the stakeholders assumed shared responsibility and accountability for student
learning; however, in April, 2006, 78% felt the shared responsibility for student
learning. The data indicated an increase of 22%. Statements l and l0 indicated more
than three fourths of the respondents believed that the staff was involved in making
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decisions about most school issues.
Collaboration/Shared Values and Vision
When Statement 11 from Huffman and Hipp (2003), “A collaborative
process exists for developing a shared sense of values among staff” (p. 71), was
given, the response was 72%. When Statement 15 from Huffman and Hipp was
given, “A collaborative process exists for developing a shared vision among staff” (p.
71), the response was 64%. Statements 11 and 15 reflected lower responses from the
staff on a collaborative process of shared values and visions than the other
statements in the dimension. The data indicated that Statements 1 and 15 were weak
in response, 72% and 64%, respectively. An analysis of the data appeared to suggest
that more collaboration between the principal and the staff was necessary.
Significant Results
When Statement 11 was given to teachers in questionnaire format, the
September, 2006 response was 72% regarding a collaborative effort for developing
shared values. The April, 2006 phase of the assessment was 78%, an increase of 6%.
An analysis of he data indicated a change in culture in shared values and vision.
Collective Learning
When Statement 25, as noted by Huffman and Hipp (2003), was listed,
“School staff and stakeholders learn together and apply new knowledge to solve
problem” (p. 71), the response was 68%. An analysis of Statement 25 indicated that
a response of 68% may suggest that the faculty might not be applying what they
learned together. This statement also might indicate that the staff needed to share
more.
Significant Results
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An analysis of the data showed a significant change of attitude.
Approximately 86 per cent of the faculty indicated that collective learning was
taking place. This was a change in practice of 18 per cent. The change in culture
was necessary for the teachers to apply testGEAR successfully.
Collaboration/Shared Personal Practice.
Statement 30, as noted by Huffman and Hipp (2003), stated, “The staff
collaboratively reviews student work to share and improve instructional practice”
(p. 72). The response was 56%. An analysis of the data indicated that the staff
needed to improve in their collaboration and instructional practice. A response of
56% was the average response for this dimension. The score of the school’s faculty
was considered low in comparison with the responses to the other statements.
Significant Results
The September, 2005 response was 56%. An analysis of the data for April,
2006 indicated that the staff improved in their collaboration and instructional
practice by indicating a response of 81%, which was an increase of 25%. The data
indicated a change in the culture of the school to one of shared leadership, shared
vision, collective learning, and supportive conditions (see Table 1).
Culture of Trust/Supportive Conditions - Relationships
Statement 34, as noted by Huffman and Hipp (2003), “A culture of trust and
respect exists for taking risks” (p. 72), received a response of 64%. There was a risk
aversion possibility. An analysis of the data indicated that the current culture does
not promote taking risks. The low response indicated that risk taking was the
primary area of response needing improvement.
Significant Results
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In the survey given in April, 2006 the response of the faculty indicated that
29 out of 37 instructors or 78 per cent felt that a culture of trust existed for taking
risks. This was a change of culture in risk taking and an increase of 14 per cent.
This change in culture is significant.
Time/Supportive Conditions - Structures
Statement 37, as noted by Huffman and Hipp (2003), “time is provided to
facilitate collaborative work” (p. 72), received a response of 60%. An analysis of the
data indicated more time should be provided so that teachers could collaborate with
each other.
Significant Results
During the survey given on April, 2006 the response to this statement was 25
members of the faculty out of 37 or 67 per cent indicated that there was enough time
to collaborate. There was an increase of 7 per cent. Even though there was an
increase and a change of culture, more improvement could be made in this area.
Professional Development/Supportive Conditions - Structures
Statement 39, as noted by Huffman and Hipp (2003), “Fiscal resources are
available for professional development” (p. 72), received a response of 48%. An
analysis of the data indicated that improvement could be made in this area. One half
of the staff believed there were not enough resources available for professional
development. Statement 40, as noted by Huffman and Hipp, “appropriate
technology and instructional materials are available to staff” (p. 72), received a
response of 56%. An analysis of the data indicated that the staff could use more
technology and instructional materials.
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Significant Results
In the survey completed in April 2006, a change of culture existed. Fiscal
resources and appropriate technology were found necessary for teachers to improve
instruction. The issue of fiscal resources was surveyed and 31 out of 37 teachers
agreed. This result was 83 per cent on Statement 39. This was an increase of 35 per
cent. Statement 40 involved appropriate technology and instruction materials.
There was a positive response of 30 out of 37 or 81 per cent of the teachers indicated
that there was appropriate technology and instructional materials. This was an
increase of 25 per cent. The increase appeared to be due to the new technology
offered by testGEAR.
Responses to Research Questions
Research Question 1
Research Question 1 focused on the increasing capacity of the faculty to become a
PLC. An examination of the PLC Assessments showed improvement in the pre- and post
assessments (see Appendix A and C). The data indicated a change in the culture of the
school to one of shared leadership; shared vision, collective learning, and supportive
conditions (see Table 1).
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Table 1

Analyses of Statements for Collaborative Learning Process for Professional Learning
Community
_______________________________________________________________________

Statement

Agree

Strong agree

%

Agree

Strong agree

(pre)

(pre)

increase

(post)

(post)

_______________________________________________________________________
1

6

8

33

23

10

l0

13

1

22

9

20

11

16

2

6

16

13

15

13

3

14

7

22

30

12

2

25

9

21

_______________________________________________________________________
Note. Pretest N = 25; posttest N = 37; professional learning community assessment pre- and
postimplementation. An analysis of the data showed an increase in each of the statements reflecting
collaboration.

Research Question 2
Research Question 2 is measured by the results of the 10th-grade first-time
takers of the March-May 2006 exam (see Appendix D). The data indicated
overwhelmingly from the August 2006 MCAS Department of Education report that
the students who used testGEAR the most were also those students who passed the
ELA exams. Out of 40 students who received awards for completing the most
testGEAR preparation tests, all but 1 passed the ELA part of the exam. Of the 13
students who completed 40 or more testGEAR preparation tests, 8 (61.5%) achieved
proficiency competency on the ELA MCAS test. None failed. Of the 40 students who
completed more than 25 testGEAR tests (2.5%), only 1 received a high failure 218
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score on the ELA MCAS test; 97.5% of these students passed the MCAS. An
analysis of the data showed that the students who used the test the most also
increased their chances of passing. There were other variables involved in affecting
achievement such as GPA, attendance, and first language (see Appendix D). The
number of tests completed appeared to be a major factor in passing the test. Some of
the grade point averages were low, attendance was poor, and the first language was
other than English; and students still passed who completed the most testGEAR
tests. The number of testGEAR preparation tests completed was shown by
TestSCOPE, the summary reports of testGEAR results available to teachers.
Favorable Results
With reference to Question 2 examining whether the testGEAR preparation
testing program improved Grade 10 MCAS student test score achievement, the failure
rate for MCAS March 2006 testing was 19% (pass rate was 81%) for total 10th-grade
first-time test takers. The MCAS ELA for the 10th-grade first-time test takers by year is
summarized in Table 2. The data for test year 2006 indicated better than expected results
in several categories. The first category was critical; namely, the 81% MCAS ELA
passing rate of first time 10th-grade test takers in year 2006 was greater than expected. In
contrast for test year 2004, 75% passed the ELA MCAS test, but the students in test year
2004 did not use the testGEAR preparation.
A second category achieving greater than the expected goal was the percentage of
students achieving proficiency. In test year 2004, the proficiency rate was 24%, but in
year 2006, the proficiency rate was 34%. A third category indicating better than expected
results was the needs improvement category. In 2004, the needs improvement category
was 50%; in 2006, the needs improvement was 47%. A fourth category indicating greater
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than expected results was the positive correlation between those students who took the
most tests on testGEAR and the fact that only 1 of the 40 failed ELA MCAS. No other
variables appeared to affect the improvement of the students as much as time spent
on testGEAR. Students with poor grades, poor attendance, and language problems still
passed.
Table 2
MCAS ELA Annual Performance Comparisons for the School for 10th-Grade
First-Time Test Takers
______________________________________________________________________
Performance

2002

2003

2004

2005

2006

______________________________________________________________________
Advanced

2

3

2

1

0

Proficient

20

21

24

20

34

Needs improvement

47

40

50

48

47

Failing

31

36

25

30

19

Pass

69

64

75

70

81

______________________________________________________________________
Note. MCAS = Massachusetts Comprehensive Assessment System; ELA = English language arts.

Research Question 3
With reference to Question 3, which was to examine whether an ethnic or poverty
gap in achievement existed, the following was the failure rate for MCAS March 2006
testing. The MCAS results by ethnicity are summarized in Table 3. Although 75% of all
students who failed were listed under free or reduced-price lunch category or low
socioeconomic status, the high-poverty category in the school of 80% made it difficult to
isolate the percentage of poverty pass/fail on the MCAS tests. Ethnically, the Asian
Americans had 3 out of 28 students fail (11%), Whites had 20 out of 84 students fail
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(24%), African Americans had 16 out of 29 students fail (55%), and Hispanics had 42 out
of 125 students fail (34%).
Table 3
Comparisons of MCAS Failures by Ethnicity for Year 2006
_________________________________________________

Ethnic group

Total

Total

failure

test

% fail

in group

taker

in group

_________________________________________________
Asian

3

28

11

African American

16

29

55

Hispanic

42

125

34

White

20

84

24

_________________________________________________
Note. MCAS = Massachusetts Comprehensive Assessment System.

There was an ethnic gap reflecting national trends. Hispanic and African
American students need to be encouraged to avail themselves of remedial opportunities
as often as possible. High expectations and more challenging classes tended to result in
higher achievement for minority students. The high percentage of Hispanic students who
failed the ELA could be attributed to their first language being Spanish. Even quality
teaching may not overcome the barrier of a limited proficiency in English.
Research Question 4
Research Question 4 referred to the issue of tutoring and the positive correlation
for increasing MCAS scores. The issue of tutoring also included Pathways to Success, a
partnership with North Shore Community College. In the summer of 2005 and 2006, a
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partnership with North Shore Community College funded by the state provided Pathways
to Success tutoring and included free tuition to all (see Appendix B).
Educational Talent Search is a free program working with the guidance
department to help students prepare for 2- or 4-year college degree programs/technical
schools or other certification programs. This program exists under a federal grant serving
low-income, first generational potential college students. Tutoring of MCAS students was
part of the program. Tutoring was a key strategy of this program. Faculty coordinated
curriculum and the same group of students attended both classes. Experienced
Educational Talent Search staff worked with both the faculty and students throughout the
semester to monitor course performance and develop strategies for academic and
personal success. They offered seminars on test-taking tips. The students benefited from
small class size, tutoring, study groups, seminars on study skills, and counseling support
(see Appendix E).
The Honor Society worked with the Honor Society advisor to provide tutoring for
students before school each day. These were peer tutoring classes in MCAS ELA and
mathematics to help increase achievement.
The average scaled score for 2006 in MCAS ELA was 232 and in math was 233
MDOE (2006). The average scaled score for 2005 in MCAS ELA was 227 and in math
was 226 MDOE (2005). There was an increase in the average score of 5 points in MCAS
ELA and 7 points in math. The one-on-one tutoring offered a relationship factor to at risk
students.
Another intervention was the effort to ensure equitable representation of ethnic
minorities in tutoring after school classes. Other interventions in place at the time of this
study were Saturday school, extended-day programs, tutoring, and summer school.
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Research Question 5
Research Question 5 referred to the issue of parental involvement and the positive
correlation for increasing MCAS scores. Letters were sent home to invite parents to the
school to participate in the learning of the students and to find out the progress of their
child. No exact count was given on the letters sent throughout the year. They were invited
to classes in both academic and technical participation. Workshops in testGEAR,
financial aid, and career exploration also took place. The event was placed in the
newspapers. All faculty members were required to attend. The school was linked to the
phone numbers of all parents. Parents received calls to their home informing them
of upcoming events. There is an automatic phone linkage to all parents
(approximately 1257). They received phone calls inviting them to Open House. No
specific data was available on the attendance. No exact count was taken on parents
who attended. Based on past experiences (34 years), between 15 and 20 per cent
attend. Newsletters were sent to parents. The school newspaper entitled an article to
parents called TestGEAR (see Appendix F). This intervention continues to be an area to
be strengthened.
At the MCAS Awards ceremony, each student was questioned regarding home
usage of testGEAR. The evidence from the interview indicated limited home usage. Less
than 1 out of 10 students indicated home usage or usage outside of school.
However, the Product Manager for the Bridges Test Prep testGEAR program,
indicated that 405 students were enrolled in the MCAS ELA and 406 were enrolled in the
math program, including 11th- and l2th-grade students who needed to retest for the
MCAS. Three hundred forty-one students accessed the ELA test product at least once,
84% of students enrolled tried the testGEAR ELA application. The total number of times
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testGEAR for ELA was used was 3,520. On average, that means for each student who
accessed the product he or she used it l0 times. This was reported by Bridges Product
Manager. The data indications came from the TestSCOPE report, which summarized all
student usage.
Qualitative research revealed varying opinions among teachers and students
regarding the computerized adaptive test. The Information Technologist stated,
“TestGEAR has the capability of providing instruction and practice that will help
students raise MCAS scores.”
A student who gave testimonials in the MCAS classrooms stated the following
about the school's interventions in all the 10th-grade English classes:
This test prep program really helped me. You have to put in the time, but it is
worth it. There are people here to help you, and you have a lot of support. They
really want you to make it. Please at least try testGEAR. A special thanks to the
entire faculty who are working with this program.
Student 2 responded to a question about whether the school adequately prepared
her for the MCAS ELA: “I think it is a good idea to do testGEAR programs like this
because it helps us to prepare for MCAS.” Student 3 answered the same question with a
simple, “Yes, it is a great program. It is useful and very helpful.”
Additional qualitative research was recorded by an independent consultant,
Zita Samuels. She was hired in the spring of 2006 to provide an evaluation of Lynn
Public Schools MCAS Academic Support Program through a grant, Fund Code 632.
She conducted interviews and passed out surveys. The surveys were given to
teachers (See Appendix K and L; Samuels, 2006) and students (see Appendix M and
N; Samuels, 2006). The results were recorded. Responses by both teachers and
students showed a strong indication that testGEAR helped to increase achievement.
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The terminal objectives of this study were to increase the number of students in
Grade 10 who passed the ELA portion of the MCAS the first time to increase from 75%
(2004 baseline) with no testGEAR preparation to 80% with testGEAR preparation. The
MCAS 2006 ELA report showed an increase in the students who passed to 81% in 2006
with testGEAR preparation. This was a greater increase than expected. This 81% referred
to first-time l0th-grade MCAS ELA students for the MCAS ELA exam given in March
2006. Many of these students had the benefit of the testGEAR preparation program. This
passing rate was in direct contrast to the MCAS results of 2004 (75% passed) for
first-time l0th-grade test takers, but in 2004, testGEAR was not in place. TestGEAR
proved to be a very important benefit in allowing students to achieve an 81% first-time
test rate but secondary interventions such as tutoring and collaboration by the teachers
and motivational programs in place, as discussed herein, were believed to contribute to
the good results. This was a significant increase (6%) for first-time passing students in
2006.
The application and use of the testGEAR preparation testing program, of which
many students took advantage, is believed to be largely responsible for the improvements
in the MCAS scores. A second terminal objective was to decrease the needs improvement
rate from 50% in 2004 and increase the proficient rate from 24% in 2004. The needs
improvement rate was decreased to 47%; however, the proficient competency was
increased to 34%. The proficiency competency was greater than expected; an increase of
10%. Needs improvement decreased 3%.
A third terminal objective was to cause a change in the culture of the English
department by introducing new strategies into the curriculum. The new strategies
introduced into the curriculum included the introduction of testGEAR, new reading
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strategies (see Appendix G), tutoring programs with North Shore Community College
(see Appendix B), the National Honor Society tutoring program, and Educational Talent
Search partnership tutoring (see Appendix E).
The fourth terminal objective was to change the culture of the school to that of a
PLC in which shared and supportive leadership, collective inquiry, shared values and
vision, collective learning and application, shared personal practice, and supportive
conditions existed. The postimplementation of the PLCA assessment showed an increase
in each of the statements from the preimplementation survey.
The process objectives included the (a) introduction to the faculty of Bridges
testGEAR as a new instructional practice (see Appendix H), (b) introduction to the
students of the technology necessary to work with the testGEAR preparation courses (see
Appendix I), (c) introduction of peer tutoring (see Appendix D), (d) introduction of new
instructional practices to the faculty (see Appendix J), and (e) introduction of technology
methods to meet the needs of diverse student learners through professional development
(see Appendix J).
Each process objective was described by using the data collected from the study.
The main data collection techniques were varied. The results from the pre- and
postintervention data from the PLCA were reported. The MCAS August 2006 data results
were recorded. TestWiz was used to interpret the data from the MDOE. Interviews and
surveys were given to both teachers (see Appendix K and L; Samuels, 2006) and students
(see Appendix M; Samuels, 2006) and the results were recorded. Responses by both
teachers and students indicated a belief that testGEAR was an important strategy to
increase achievement.
Both the qualitative and quantitative analyses showed positive growth as a result
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of the new interventions. The main interventions were organized around a collaboration
of staff working together as a PLC. The interventions also consisted of using a
computerized adaptive test to increase MCAS scores and teacher training,
The data collected generated a substantial amount of information related to
faculty training and the implementation of computerized adaptive testing strategies across
the ELA content areas. Results from the analysis of the data were very encouraging for
they have shown positive outcomes in the major phases of this study, use of PLCA, use
of testGEAR results, and the MCAS results, concluding most of the objectives
established in this study were met. Both quantitative and qualitative analyses indicated
worthy outcomes related to training using technology in the classroom, MCAS results,
and the implementation of testGEAR strategies over the ELA content areas
The researcher's role as placement counselor allowed her to use many
educational partnerships in order to motivate students. When a student who passed
MCAS after retesting achieved competency on the MCAS test, the researcher was able to
provide her with a cooperative internship at a local credit union. The researcher was also
able to provide awards to students who completed more than 25 tests on testGEAR. The
researcher also gave awards to students who participated in the tutoring after school
programs. The awards came from business partnerships such as Saugus Federal Credit
Union, the school's alumni association, and McDonalds.
The researcher, as placement counselor, decided positive steps were necessary to
correct the problems with the standardized testing at the school. The library media
instructor worked with the placement counselor to provide training for teachers to try test
preparation courses for MCAS in the same manner that bar review and medical
preparation courses were offered to college students.
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The researcher herself once had a problem with a state standardized test and
found a solution in the California Bar Review. The researcher mirrored her personal
experience in order to find a solution for urban students. The solution focused on the
strengths and weaknesses of each student through item analysis interpreted by TestWiz
and TestSCOPE.
The placement counselor, through interviews with teachers and observations of
teacher behavior, initially found minimal evidence of the common characteristics of a
PLC, such as (a) shared and supportive leadership, (b) shared values and vision, (c)
collective learning, (d) shared personal practice, and (e) supportive conditions. Huffman
and Hipp (2003) stated that the “PLCA is an assessment tool that measures practices
observed at the school level relating to the five dimensions of a professional learning
community and their critical attributes” (p. 74).
The placement counselor administered the PLCA in September 2005 to gather
information about the faculty's practices see (Appendix A). In April 2006, the placement
counselor administered another PLCA (see Appendix C).
Reflections
The quantitative data from the study provided further insights into the
development of a professional learning organization. The written reflections of teachers
provided insight into what they saw as positive and negative experiences. The other
anecdotal records such as surveys, minutes of meeting, and the researcher 's personal
notes documented the characteristics of a PLC and the challenges that were faced as the
faculty experienced changes.
At the meetings starting in October 2005, the placement counselor worked with
the school librarian to begin training teachers to work with students on the introduction of
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testGEAR. The format changed from meeting to meeting. The placement counselor used
questioning to obtain a feeling for the enthusiasm and emotions of the faculty.
The placement counselor observed that some teachers were very attentive to their
students while others simply sat on the side and allowed the students to work by
themselves on the computer. It was observed by the library media facilitator and the
placement counselor that this was a mistake.
Another forum for reflection consisted of surveys given to the faculty to
determine whether they felt the computerized adaptive testing fit into the curriculum.
Surveys were given to the faculty to determine whether there were problems with the
technology and what could be improved. Teacher 1 felt “Students really need to use the
software on a daily basis in order to see improved MCAS scores.”
Teacher 2 responded. “The program needs more teacher interaction. The
self-paced system doesn't work for my lower groups. It would be nice if I could control
everyone's screens allowing the students to click right through.” Teacher 3 responded that
Computerized adaptive testing is a wonderful addition to the MCAS classes.
Good program, if it were more flexible; students take too much time finding
where they are when they get on and off the machines. It is cumbersome to stop
and start.
Student 1 answered,
I think it is good for learning and understanding the English language. I think the
tests are challenging at times, but it is better than the class work. I like testGEAR;
it is not really hard. It is easy to use, and it tells you if you got the answer wrong.
Student 2 stated that “the tests are fun, but may be confusing at times. I like
testGEAR better than doing regular class work because it is a fun way to learn.” Student
3 said, “I really like this program. It gives you an opportunity to go over different things.
If you don't get something, you could go back and see it again. I really learned a lot with
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this test.”
Student 4 (see Appendix M) stated,
My opinion of TestGEAR is that it is a really great program. It is useful and very
helpful. It can focus on everyone's weakness. The program also helps open kids'
minds. Also, it helps because it has an easy to learn curriculum that is also very
helpful.
From the interventions of this research, a culture of collaboration grew. Teachers
met regularly regarding topics to improve student achievement, in particular reading
strategies (see Appendix G). Teachers perceived the value of collaborative structures
inducing positive change.
Hypothesis and Research Statements
The hypothesis was that by providing training and developing a PLC and through
the implementation of computerized adaptive testing, students would improve their
computer skills, increase their knowledge of new concepts, and perform better on the
MCAS test. The hypothesis was positively confirmed.
Characteristics of a PLC
Change did take place at the participating school as indicated by both quantitative
and qualitative data. Overall, this study produced positive results and the hypothesis was
confirmed as well as the terminal objectives of increasing achievement, decreasing
failures, decreasing needs improvement, and increasing proficiency scores, as interpreted
by TestWiz and MDOE (2006).
The literature review found that teachers must have a vision in order to develop
effective strategies to be heard by supervisors (Senge et al., 1993). Most of the staff
believed that they had become knowledgeable regarding computer adaptive testing as a
result of the survey (see Appendix K). A change in culture by sharing ideas and
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knowledge based on data was a theme indicated by Olson (2005). The analyses of
teachers’ opinions about the use of a computerized adaptive test showed 100% of
teachers strongly agreed that in addition to content, students learned strategies that will be
helpful for the MCAS (see Appendix K). A teacher supported her response by stating,
“Students enjoy computers as an alternative to teachers’ lecture format.” Another teacher
stated “most students feel comfortable with testGEAR.”
The next objective developed for the study was that students would experience a
varied learning environment with a reward system. The teacher response to this issue was
creating a wrap-up celebration to reward participants would be nice.” The objective was
met by providing free movie tickets from Saugus Federal Credit Union and the school’s
alumni association. Also the McDonalds Company provided free lunches.
Teachers were asked whether sufficient materials were available to support the
tutoring program. The analysis of the teachers' responses found that 100% of them
believed that students were attentive at the sessions and willing to learn (see Appendix K
and L). Training was offered to the faculty in the area of computer strategies suitable for
implementation in every content area. The first type of training in this study included the
use of computer strategies across the ELA content area. With the analysis of teacher
responses regarding their expectations of their students’ computer practices, 100% of
teachers responded that students felt comfortable asking questions if there was anything
they did not understand (see Appendix K).
Teachers were asked about the challenges of the program. A couple of the
responses were “motivating students to come” and “motivating some to stay on task.”
The successful implementation of computerized strategies in each MCAS prep classroom
was solely dependent upon the teachers’ commitment to the task, adherence to the
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strategies discussed with them, and changes adopted to add technology techniques to
their daily lessons. To illustrate the outcomes of training sessions and to define
implementation strategies, a series of questions were developed to ascertain teachers'
opinions in the effectiveness of training and support process (see Table 4).
Implementation Phase
The goals of the implementation of the testGear strategies were to promote
students computer skills, increase students test-taking ability, and improve their
performance on high-stakes tests. The first objective was that students would learn
technology skills to facilitate the computer adaptive testing process. The objective was
met. Overwhelming 100% of teachers agreed that the strategies used to guide students
through the technology process helped students to develop the computer usage needed to
refresh their memory on basic information related to content and curriculum by having
learning strategies that would be helpful for the MCAS test (see Appendix K).
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Table 4
Analysis of Data Indicating Effectiveness of the TestGEAR Training Program
_______________________________________________________________________
% of teacher responses
____________________________________________

Description

Strongly

Somewhat

Somewhat

Strongly

disagree

disagree

agree

agree

_______________________________________________________________________
The training program
implementing testGEAR
into the curriculum was
very effective

14

86

The strategies used by
testGEAR helped refresh
student’s memory on basic
ELA information

28

72

_______________________________________________________________________
Summary
The evidence established a precedent and grounds for the continuation of the
testGEAR program. The testGEAR testing preparation program was a very effective tool
in helping students achieve improved MCAS scores as indicated by the data (see
Appendix D). Increased MCAS achievement was also obtained by motivating students
with a rewards program. MCAS preparation courses utilizing testGEAR for both ELA
and mathematics will be available at the school in school year 2006-2007. This program
is expected to be of continuous benefit to the students in achieving improvement in
MCAS test scores.
After 2 years of being designated nonperforming, the MDOE has designated the
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school as achieving AYP in both ELA and mathematics in the aggregate. This was a
critical competency determination for the school. The ultimate beneficiaries of this study
were the students.
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Chapter 5: Discussion
Purposes of the Study
The purposes of this applied dissertation research were to investigate the effect of
technology training, to improve teachers instructional competency, and to implement
computerized adaptive testing strategies across the ELA content area. This study was
held in an urban, technical school and data collection consisted of PLC pre- and
postassessments, informal interviews, MCAS results, TestSCOPE data, TestWiz data,
and surveys. Throughout this study, the researcher attempted to tie together quantitative
and qualitative data to illustrate the existence of a serious problem in urban, technical
education, the failure of the students to achieve competency on the state exam. The
interventions were implemented to build the capacity of a secondary school staff to
become a PLC and to increase achievement on the state exit exam. The outcomes of the
intervention were twofold. The researcher wanted the faculty members to build their
capacity as a PLC and to increase achievement for a diverse student body. Collaboration
was created to increase achievement and to build capacity towards becoming a PLC. The
changes in the school's structure have changed teachers' attitudes. A shared vision has
materialized. Teachers have developed leadership capacity.
The evidence was clear and consistent. The first issue presented was whether or
not the faculty could grow towards becoming a PLC. The PLCA indicated that there was
growth between pre- and postimplementation phases.
The second issue was whether or not using testGEAR would increase
achievement by passing MCAS ELA. The MDOE (2006) showed that students who used
the MCAS the most were more likely to pass, showing that almost all passed the test, 39
out of 40 students.
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The third issue was whether the scores of students could be increased. The
MDOE (2006) and TestWiz interpretation showed that 82% of the students passed
MCAS ELA. This was an increase of 7% over the baseline 2004 MCAS ELA failures of
25%. Scaled scores also increased.
The fourth issue was whether or not there was an ethnicity gap. There was an
indication that an achievement gap existed among minority students. High standards and
quality teaching must continue to be the solution for these students.
The next issue was the effect of tutoring. The school offered a multitude of
tutoring opportunities both in house and with outside college help. The increase in the
scores indicated that one-on-one tutoring was an asset to increasing achievement with
at-risk students.
The final issue was whether or not parental involvement results in higher MCAS
ELA scores. The literature review indicated the importance of parental involvement. The
fact that students did not use the computerized adaptive testing at home even though it
was important to add home usage to school usage was an indicator that more parental
involvement was necessary. Newsletters, open houses, and telephone calls to all parents
were not enough. Training of parents on the testGEAR program might be a new
intervention to be considered.
Results from the Spring 2006 MCAS test, distributed at the end of August 2006,
showed the impact of the school's interventions. The failure rate declined to 18%. In
other words, 82% of the 10th-grade class achieved a passing score in MCAS ELA. The
desired outcomes were in the improvement of the teacher’s capacity to build a PLC, in
the development of MCAS preparation computer classroom instruction, and the
integration of tutoring in the instructional program.
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As part of the implementation strategies, the desired outcomes were to improve
students' motivation, increase computer participation, and increase student scores on the
MCAS ELA test. The implementations of both teacher training and computer strategies
across the content areas were executed as outlined in the time line section in chapter 3 of
this final report. Seven teachers and 267 students in Grade 10 participated in this applied
dissertation study.
A few unanticipated events occurred during the implementation period and were
addressed by the researcher. The English teachers who participated in this study joined
the mathematics teachers in using test preparation testGEAR for the final 6 weeks of
training. Because MCAS ELA was given the last week in March, both math and English
teachers used testGEAR to train students in the final 6 weeks. This collaboration met
with unexpected success. Twelve percent of students scored in the advanced section of
mathematics. In each of the past 5 years, the advanced category was far below that of
2006, as follows: 2001 (2%), 2002 (1%), 2003 (3%), 2004 (3%), and 2005 (2%). On the
facts given, it appears that testGEAR might have made the difference in the 2006 math
MCAS scores.
The results generated from the interventions in the applied dissertation study were
encouraging. Teachers acknowledged growth in their teaching and in the students’
performance. Teachers’ enthusiasm for the continued use of the strategies for the next
year school year was a strong indicator that attitudes and practices had changed.
Implications of the Findings
The testGEAR preparation testing program, in which many of the students
participated, resulted in a very effective aid for the students and led to achievement of
increased MCAS scores. The testGEAR program took place between October 2005 to
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May 2006. In addition, teachers participated in ongoing training and used technology
instruction to guide them in the implementation of the testGEAR strategies. TestGEAR is
a type of computerized adaptive testing program. Other interventions were used besides
testGEAR. These interventions included collaboration of teachers, tutoring, and
motivational programs. All these interventions helped the students achieve an increase in
MCAS scores and were important. However, the improvement in MCAS scores
attributable to the testGEAR program was very significant, and it is recommended that
this program or its equivalent be utilized whenever feasible and to the extent possible in
order to benefit the students. In addition, the participation of teachers in consistent
adherence to the program was also very helpful. Research suggested that the best
strategies were used when students and teachers collaborated throughout the learning
process. The study's interventions included changes such as building the leadership role
of teachers, increasing collaboration, and sharing vision. One implication was that
teachers increased their collaborative effort as they experienced change. They created a
measurable product in the form of increased scores on the state exit exam.
The teacher’s role in the computer laboratory empowered students and refreshed
their memory on the content area. It was noted that students did not use testGEAR at
home as much as expected. They did not go the extra step. A student’s participation in the
computer class environment was critical. Teachers needed to develop alert, watchful
skills to play their role well. It was necessary for teachers to pay attention to the screens
of their students. Students might turn to other web sites if not constantly monitored. Not
surprisingly, both the area of ELA and mathematics were the biggest beneficiary of this
implementation process as far as outcomes were concerned. When the English teachers
finished preparing for the MCAS ELA and this test was finished, the same teachers
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utilized testGEAR to help the students prepare for the MCAS mathematics test.
All participant teachers noted some minor difficulties with the testGEAR
implementation process. Students not paying attention to their work, constant reminders
of staying on task, and failure to use software consistently at home were described as
obstacles to success. Thus, another finding was that enough time needs to be provided
during the application of the testGEAR programs to help students become comfortable
with access to proper use of the software.
Major barriers that presented significant difficulties during the testGEAR
implementation process were large classes and lack of teacher confidence in computer
usage, too little assigned time in the computer laboratory, and language difficulties,
which cannot always be improved by quality teaching. Thus, another finding was that
such potential differences need to be recognized and effort made to offset or mitigate
them. Teachers who were comfortable and skilled in the use of the testGEAR program
were able to utilize the allotted student time most effectively.
This applied dissertation study focused on teachers and students. The hypothesis
was that by providing training and developing a PLC and through the implementation of
computerized adaptive testing utilizing testGEAR, students would improve their
computer skills, increase their knowledge of new concepts, and perform better on the
MCAS test. The rewarding part of this study was to note students' effort and caring
resulted in improving the students’ outlook and extended into other vocational and
academic classrooms.
The main characteristics of a PLC were present in this applied dissertation study
utilizing the testGEAR program. The more prevalent characteristics of a PLC were
shared and supportive leadership, shared values and vision, collective learning, shared
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personal practice, and supportive conditions were present during most of the study.
Factors that affected change were aligned with the literature review. At the
beginning of the study, some teachers felt isolated and bewildered. The placement
counselor felt that she needed to watch the level of emotions present during the
interventions. There is an emotional aspect to making change. It was indicated that many
teachers will only commit to change when they can see data revealing positive results
benefiting their personal instruction. A product in the form of MCAS preparation
strategies had been completed. A process in the forms of building capacity to become a
PLC and the introduction of testGEAR into the curriculum had been established.
A clear concept that emerged though the training was the importance of teachers
understanding that testGEAR could provide data that addresses the strengths and
weaknesses of specific students and data that improves school performance as indicated
by Olson (2005). Teachers also needed to have a full understanding of the strategies used
with the MCAS ELA content area.
PLCA was intended to enhance the continuous learning and school improvement
as indicated by the questionnaire given to teachers according to the format recommended
by Huffman and Hipp (2003). The evolution of shared vision and collective learning
should promote the school community to become a stronger PLC. The evidence showed
that the staff was willing to focus themselves towards reaching this goal.
Lambert (2005) indicated that the building of leadership capacity of teachers
should include students, thereby linking the leadership capacity of educators to increasing
the leadership capacity of students. Another clear concept of the literature review was to
encourage teachers to take greater leadership roles, initiate action, and ask critical
questions about student learning as suggested by Lambert. In keeping with this theme,
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effort was made throughout the dissertation study to have students and teachers interact
in ways that were conducive to providing a good learning environment. Additional
distinct elements of this study that matched the findings in the literature review with the
outcomes were the probability that students would answer items on the exam
meaningfully linked to factors such as educational levels of the parents and family
income as noted by Popham (2001).
The literature review also supports the strategies for improving achievement
among subgroups by focusing on English language and literacy. According to Hawkins
(2004), there was an unprecedented wave of immigration throughout the country and that
the number of students with limited-English skills has doubled in the 10 years. Test
preparation, quality teaching, and taking risks are also important strategies included in the
literature review. Chrisman (2005) noted that improved student achievement seemed to
be a product of how efficiently a school runs and the effectiveness of the instructional
practices of teachers.
During the implementation phase of this study, some unanticipated events
occurred and measures were taken by this researcher to accommodate the changes and to
ensure the integrity of the study. Originally, nine teachers agreed to participate. During
the training, two teachers refused due to difficulties in the computer lab, but data were
not collected from these teachers. Teachers who failed to implement the strategies and
allow time in the computer classroom, as suggested by the study, were eliminated in the
data collection. In the student sample, 267 students in Grade 10 formed the sample body.
The lessons learned during this study suggested that a period of adjustment and
adaptation is needed for teachers to obtain a sense of what works and what does not.
Allowing more time for implementation will enable teachers to adjust to the testGEAR
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testing preparation process. The results obtained from the testGEAR testing, however, as
reported and discussed therein, provided a distinct benefit to students in preparing for the
MCAS test.
Limitations
Although the student population was a true representation of the demographic
composition of a typical urban school, the school setting in which the study took place
contained elements that might have limited the generalizability of this study. The school
was a typical urban high school with an emphasis on technical training. More time was
allotted for technical studies than occurs in an academic high school. The high student to
teacher ratio made for difficulties in computer usage. Another element that contributed to
the limits of generalizability of this study was the common planning time arranged for
teachers. Larger urban schools have difficulty allocating time for teachers to meet during
the school day.
Recommendations
The analyses of the results generated data throughout the study and the knowledge
and experiences obtained through the implementation process warranted the following
recommendations:
1. Similar studies should grant teachers a greater preimplementation phase time
line in which teachers can get use to the computer program and experiment with different
strategies in the classroom.
2. Smaller class sizes in the MCAS preparation classrooms are necessary for
at-risk students.
3. The replication of this intervention should be implemented in regional
vocational schools as students come from many districts and would be more likely to
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have computers at home.
4. Students should be provided with more time on task consistently to work on
testGEAR.
5. The administrative faculty needs to pay close attention to the disaggregated
results, particularly item analysis, so that the weaknesses in curriculum and the successful
delivery of teaching can be corrected.
TestGEAR will be used in 2006-2007 school year to cement the abilities of the
teachers to continue to obtain data to increase achievement. Recommendations for future
studies and integrations include the following:
1. The applied dissertation study yielded satisfactory results at the urban technical
school. The results justified a future longitudinal study with the same intervention
guidelines but to begin earlier in Grade 9.
2. The results of this study warrant a similar investigation as to whether a similar
study with paper-and-pencil MCAS preparation course could be used.
3. In addition to teachers training to help students, this researcher would add
coaches from the sports programs. Coaches from the sports programs have a powerful
influence on minority students.
4. Community resources should be enhanced earlier so that teachers are paid for
extra hours after school as early as possible.
5. Parents should be invited to the school to train them in the usage of testGEAR
at home.
The recommendations by the researcher are necessary for duplicating the
interventions at other technical or urban schools. The results of this study should be
beneficial to readers facing similar challenges in urban settings. The researcher believes

83
that the creation of a PLC and the increased use of technology in the classroom create the
right environment to increase student achievement. The state exit exam creates an
opportunity to obtain valuable data regarding the strengths and weaknesses of the
students.
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Appendix A
Preimplementation PLCA
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Pre Implementation Professional Learning Community Assessment

Responses by Teachers
Statement
1. The staff are consistently involved in making school
decisions.

Strongly
Strongly
disagree Disagree Agree
agree
0

11

6

8

2. The principal incorporates advice from the staff.

0

10

8

7

3. The staff have accessibility to key information.

1

5

15

4

4. The principal is proactive and addresses areas where
support is needed.

0

2

16

7

5. Opportunities are provided for staff to initiate change.

0

4

17

4

6. The principal shares responsibility and rewards for
innovative actions

0

4

14

7

7. The principal participates democratically with staff
sharing power and authority.

1

7

15

2

8. Leadership is promoted and nurtured among the staff.

1

8

8

8

9. Decision making takes place through committees and
communication across grade and subject areas.

0

8

15

2

10. Stakeholders assume shared responsibility and
accountability for student learning without evidence of
imposed power.

2

9

13

1

0

7

16

2

0

2

20

3

13. The staff share visions for school improvement that
have an undeviating focus on student learning.

0

2

15

8

14. Decisions are made in alignment with the school's
vision.

0

1

15

9

15. A collaborative process exists for developing a
shared vision among staff

0

9

13

3

1

3

10

11

11. A collaborative process exists for developing a
shared sense of values among staff.
12. Shared values support norms of behavior that guide
decisions about teaching and learning.

16. School goals focus on student learning beyond test
scores and grades.
17. Policies and programs are aligned to the school's

90
vision.

0

1

13

11

18. Stakeholders are actively involved in creating high
expectations that serve to increase student achievement

0

7

15

3

19. The staff work together to seek knowledge, skills,
and strategies and apply this new learning to their
work.

0

7

12

6

20. Collegial relationships exist among staff that
reflect commitment to school improvement efforts.

0

7

13

5

21. The staff plan and work together to search for
solutions to address diverse student needs.

1

5

15

4

22. A variety of opportunities and structures exist for
collective learning through open dialogue

1

3

19

2

23. The staff engage in dialogue that reflects a respect
for diverse ideas that lead to continued inquiry.

1

3

19

2

24. Professional development focuses on teaching
and learning.

1

4

12

8

25. School staff and stakeholders learn together
and apply new knowledge to solve problems.

1

7

14

3

26. School staff is committed to programs that
enhance learning.

1

5

15

4

27. Opportunities exist for staff to observe peers
and offer encouragement.

3

5

16

1

28. The staff provide feedback to peers related to
instructional practice.

3

6

16

0

29. The staff informally share ideas and suggestions
for improving student learning.

0

7

15

3

30. The staff collaboratively review student work
to share and improve instructional practices.

4

7

12

2

31. Opportunities exist for coaching and mentoring.

0

2

17

6

32. Individuals and teams have the opportunity
to apply learning and share the results of their
practices.

0

6

17

2

33. Caring relationships exist among staff and students
that are built on trust and respect.

0

3

11

11
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34. A culture of trust and respect exists for taking risks.

1

7

11

6

35. Outstanding achievement is recognized and
celebrated regularly in our school.

0

3

11

11

36. School staff and stakeholders exhibit a sustained
and unified effort to embed change into the culture
of the school.

0

5

17

3

37. Time is provided to facilitate collaborative work.

0

9

15

1

38. The school schedule promotes collective learning
and shared practice.

1

7

17

0

39. Fiscal resources are available for professional
development.

0

13

9

3

40. Appropriate technology and instructional materials
are available to staff.

0

11

14

0

41. Resource people provide expertise and support for
continuous learning.

0

7

16

2

42. The school facility is clean, attractive, and inviting.

1

6

16

2

43. The proximity of grade level and department
personnel allows for ease in collaborating with
colleagues.

0

7

17

1

Note. From Reculturing Schools as Professional Learning Communities (pp. 70-72), by J. Huffman & K.
Hipp (Eds.), 2003, Lanham, MD: Scarecrow Education. Copyright 2003 by Scarecrow Education. Adapted
with permission.
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Appendix B
MCAS Transition Program
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Pathways to Success
Summer Classes -- MCAS -- Class of 2006
MCAS Transitional Program developed by North Shore Community College
English and Mathematics modules designed to create options for students who finish high
school without passing the MCAS and wish to pursue a college degree or certificate.
Assessment at North Shore Community College through the ATB (Ability to Benefit)
examination for students who do not have a high school diploma or GED and wish to
participate in the MCAS Transitional Program
Transitional counseling by qualified community college staff offered to provide the best
options for each individual.
Career exploration and development included to enhance and expand student success
There is access to college library, media center, computer labs, and adaptive technology.
Test taking and time management skills training.
College Success modules designed to increase retention and performance
There is introduction to college-level, post-secondary educational opportunities.
Incentives: Attendance to Pathways program and successful passing of the MCAS
One free course from NSCC
NSCC Sweatshirt for 95% attendance
All materials provided--calculators--outside reading--Module Tests
Classes offered in English and math designed to improve ELA and Math scores
6 weeks - MCAS Retest July
4:30 to 7:30 PM Lynn Campus
NORTH SHORE COMMUNITY COLLEGE
MCAS Coordinator
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Appendix C
Postimplementation PLCA
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Postimplementation Professional Learning Community Assessment

Responses by Teachers
Strongly
Strongly
Statement
disagree Disagree Agree
agree
1. The staff are consistently involved in making school
decisions.
0
4
23
10
2. The principal incorporates advice from the staff.

0

5

20

12

3. The staff have accessibility to key information.

6

6

14

11

4. The principal is proactive and addresses areas where
support is needed.

1

7

14

15

5. Opportunities are provided for staff to initiate change.

1

12

6

18

6. The principal shares responsibility and rewards for
innovative actions

1

13

9

14

7. The principal participates democratically with staff
sharing power and authority.

0

8

12

17

8. Leadership is promoted and nurtured among the staff.

1

9

12

15

9. Decision making takes place through committees and
communication across grade and subject areas.

1

10

15

11

10. Stakeholders assume shared responsibility and
accountability for student learning without evidence
of imposed power.

2

6

9

20

0

8

16

13

0

13

16

8

4

1

24

8

0

7

23

7

0

8

7

22

4

12

20

1

0

2

18

17

11. A collaborative process exists for developing a
shared sense of values among staff.
12. Shared values support norms of behavior that guide
decisions about teaching and learning.
13. The staff share visions for school improvement that
have an undeviating focus on student learning.
14. Decisions are made in alignment with the school's
vision.
15. A collaborative process exists for developing a
shared vision among staff
16. School goals focus on student learning beyond test
scores and grades.
17. Policies and programs are aligned to the school's
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vision.
3

9

25

0

2

6

27

2

2

8

24

3

2

10

24

1

0

4

11

22

1

0

14

22

5

10

20

2

1

4

20

12

1

7

25

4

1

7

15

14

4

13

17

3

1

7

24

5

2

5

9

21

1

2

6

28

3

14

19

1

2

5

24

6

18. Stakeholders are actively involved in creating high
expectations that serve to increase student achievement
19. The staff work together to seek knowledge, skills,
and strategies and apply this new learning to their
work.
20. Collegial relationships exist among staff that
reflect commitment to school improvement efforts.
21. The staff plan and work together to search for
solutions to address diverse student needs.
22. A variety of opportunities and structures exist for
collective learning through open dialogue
23. The staff engage in dialogue that reflects a respect
for diverse ideas that lead to continued inquiry.
24. Professional development focuses on teaching
and learning.
25. School staff and stakeholders learn together
and apply new knowledge to solve problems.
26. School staff is committed to programs that
enhance learning.
27. Opportunities exist for staff to observe peers
and offer encouragement.
28. The staff provide feedback to peers related to
instructional practice.
29. The staff informally share ideas and suggestions
for improving student learning.
30. The staff collaboratively review student work
to share and improve instructional practices.
31. Opportunities exist for coaching and mentoring.
32. Individuals and teams have the opportunity
to apply learning and share the results of their
practices.
33. Caring relationships exist among staff and students
that are built on trust and respect.
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34. A culture of trust and respect exists for taking risks.

6

2

18

11

3

3

20

11

0

5

20

12

0
1

12
5

19
17

6
14

2

4

17

14

1

6

18

12

2

3

12

20

0

6

15

16

1

7

11

18

35. Outstanding achievement is recognized and
celebrated regularly in our school.
36. School staff and stakeholders exhibit a sustained
and unified effort to embed change into the culture
of the school.
37. Time is provided to facilitate collaborative work.
38. The school schedule promotes collective learning
and shared practice.
39. Fiscal resources are available for professional
development.
40. Appropriate technology and instructional materials
are available to staff.
41. Resource people provide expertise and support for
continuous learning.
42. The school facility is clean, attractive, and inviting.
43. The proximity of grade level and department
personnel allows for ease in collaborating with
colleagues.
Note. From Reculturing Schools as Professional Learning Communities (pp. 70-72), by J. Huffman & K.
Hipp (Eds.), 2003, Lanham, MD: Scarecrow Education. Copyright 2003 by Scarecrow Education. Adapted
with permission.
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Appendix D
Class of 2006 Top TestGEAR Users ELA
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Class of 2006 top TestGEAR Users ELA
ID No

# Test
Completed

Grade 10
GPA
Attendance
First
ELA MCAS
Language
Scores
1
40+
254P
3.60
21
Khmer
2
40+
250P
3.70
16
English
3
40+
234 N.I.
1.26
14
English
4
40+
234 N.I.
2.66
9
Spanish
5
40+
250P
1.83
26
Spanish
6
40+
230 N.I.
2.13
24
Spanish
7
40+
252P
2.59
31
Spanish
8
40+
234.N.I.
1.35
13
Spanish
9
40+
234 N.I.
1.37
9
English
10
40+
240 P
3.29
6
English
11
40+
250 P
3.50
22
English
12
40+
254 P
3.27
27
Spanish
13
40+
244 P
2.48
6
English
14
25+
234 N.I.
1.46
12
Spanish
15
25+
228 N.I.
1.61
12
English
16
25+
248 P
1.68
17
English
17
25+
236 N.I.
2.82
8
English
18
25+
246 P
.92
47
English
19
25+
240 P
2.15
31
English
20
25+
258 P
3.19
3
Spanish
21
25+
234.N.I.
1.52
3
English
22
25+
232 N.I.
1.95
3
English
23
25+
240 P
2.83
11
Spanish
24
25+
234.N.I.
.93
29
Spanish
25
25+
224 N.I.
2.12
8
Spanish
26
25+
244 P
2.08
26
English
27
25+
240 P
3.26
21
English
28
25+
220 N.I.
2.05
17
Creole
29
25+
220 N.I
2.95
3
African
30
25+
240 P
2.52
40
English
31
25+
240 P
N/A
N/A
English
32
25+
240 P
2.37
9
English
33
25+
244 P
3.28
1
English
34
25+
244 P
2.60
30
Khmer
35
25+
244 P
2.41
22
Khmer
36
25+
226 N.I.
1.90
11
English
37
25+
228 N.I.
3.01
5
Spanish
38
25+
240 P
2.15
9
English
39
25+
228 N.I
.93
26
English
40
25+
218 F
1.61
10
Spanish
Note: The positive effect of TestGEAR usage on ELA. MCAS = Massachusetts
Comprehensive Assessment System GPA = Grade Point Average N.I. = Needs
Improvement P = Proficient F = Failure testGEAR = Computerized adaptive test
preparation

100

Appendix E
Educational Talent Search Tutoring
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TRIO Educational Talent Search Tutoring
TRIO is funded by the U.S. Department of Education and administered by North Shore
Community College. There is a bilingual staff committed to serving the youth of Lynn and
Revere.
TRIO provides one on one service with Lynn High School students of disadvantaged
backgrounds encouraging them to complete high school and gain access to higher education.
TRIO encourages and guides high school dropouts to reenter the educational system and
complete their education.
TRIO provides admissions and financial aid information sessions to groups and agencies
serving youth in the North Shore Area.
Educational Talent Search Advisors have regularly scheduled hours at the school
TRIO provides the following services:
1. Tutorial services one on one for MCAS***
2. Academic, financial and career advising
3. Career exploration and aptitude assessment
4. Information on post secondary education.
5. Exposure to college campuses
6. College Success Seminars
7. Assistance in completing college admissions and financial aid applications
8. Assistance in preparing for college entrance exams
9. Mentoring
10. Workshops for families of participants.
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Appendix F
Newsletter
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TestGEAR by ___________ in Newsletter
You're only two steps away from graduation…you made it to the l0th
grade…you're a sophomore starting to be somebody, but to walk one more step you need
to jump the obstacles that are in the way. One of those obstacles is the Massachusetts
Comprehensive Assessment Sy6stem (MCAS), the biggest obstacle to graduate, I
believe.
To pass this test you need to get a 220 score on each test, Math and English. If
you don't pass, you could end up retaking it over and over until you pass. It is a
requirement to pass the test before graduation, but you don't want to wait until senior
year, that's why LVTI has provided a program called TestGEAR to help students pass the
MCAS.
TestGEAR is a computerized MCAS pilot preparatory program for Math and
English. This year this program was free to students attending the school. Juniors and
seniors who have failed the MCAS are also able to come to the library and participate in
the program.
Once you're enrolled in the program, students can use TestGEAR from home as
well as from school. This program is divided in 3 sections or micro courses, including
mini lessons, practorials, test taking tips and tests, which give you both mini-tests and full
length practice tests.
Students usually meet twice a week to use TestGEAR at the library. . . . the
English teacher that helps you with the prep, just like . . . , our librarian in the main
building.
. . . , a student that used TestGEAR to pass the MCAS remarked, “It helped me a
lot, the program helped me to understand all the things I couldn't understand before.”
Judith Josephs, who runs this program, stated that it had a lot of success among
students. . . . is a success story for our partnership with TestGEAR. . . . encourages, “Do
not give up;, you have to put in the time, but it is worth it, there are people here to help
you. Please at least try the MCAS test prep TestGEAR. Join this program in the library. It
will really help you. Give you the big step. You're almost out of school.
TestGEAR is still operation at the school used by both mathematics and English
instructors during and after school. The program will be available as a resource for
students until the MCAS mathematics test is given around May 24th. Prizes will be
awarded to students who participate in the TestGEAR program at the LVTI library more
than ten times. The TestGEAR program will also be available for students next year.
Give it a try.
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Reading Strategies Workshop
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Reading Strategies Workshops
Decide What's Important Strategy --Reading
1. Decisions about importance are based on
a) The reader's purpose
b) The reader's schema for the text content- ideas most closely connected to the
reader's prior knowledge will be considered most important
c) The reader's sense of the aesthetic what he or she values or considers worthy or
beautiful.
2. Strategies used for determining importance
a) Before reading, determine the purpose for reading
b) Why are you reading this text?
c) Are you reading for enjoyment, to retell, to answer questions, to gain
information?
3..These methods for reading include: skimming: reading to gain an overall
understanding of the content of the text. B) scanning: reading to locate specific
information c) rereading: reading to confirm meaning and understandings and to clarify
details.
4. Engage students in the purpose for reading. Establish one clearly stated purpose.
5. Model and directly teach students how to read for the state purpose.
6. Strategies used for determining importance
a) Finding the main idea
b) Main idea refers to determining what is important. Main idea is often confused
with topic.
c) Main ideas are implied and are not directly stated by the author. Must be
determined by using the sum of the information provided. Requires the reader to think
about several pieces of information at once.
7. Five secrets to figuring out main idea
a. Reread
b. Read to find the clues
c. Put the clues together
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d. Put yourself in the author's place to figure out the main idea.
e. Remember your purpose
8. Graphic Organizer Use 2 column notes Main Idea and Supporting Detail
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TestGEAR Teacher Activity
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TestGEAR Teacher Activity
1. Teachers must be aware of the Universal Code and the Side ID license
2. Teachers must register students by accessing the web site: www.accessbridges.com.
Enter site ID and password.
3. Teachers must click on new students.
4. Teachers must help students enter universal code.
5. Students must fill out enrollment using no nicknames.
6. Students must choose a password.
7. Students must be taught to logout in order to save their work.
8. Teachers must go on as an educator to see how your students are doing. Access
testu.com
Type your username and password. Click on reports.
9. TestSCOPE Summary Reports. Teachers may access Summary reports, Enrollment,
Brain scan, Lesson scores, and Practice Tests as well as results of students.
10. The course library displays entire curriculum.
11. Students must take ELA mini tests at the beginning and ELA Mini Test 2 at the end.

109

Appendix I
TestGEAR Student Activity
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TestGEAR Student Activity
Objective: To learn how to utilize a Computer Adaptive Test, Bridges TestGEAR
Students must first be taught how to access the program on the computer
Step 1: Students must login with user name and password
Step 2: Students must become familiar with various components of the software-practorials, minitests, brain scan.
Step 3: Begin with ELA mini-test 1
Step 4: Students must use the brain scan to tailor a special curriculum to their needs
otherwise there is a generic curriculum.
Step 5: Students must use the answer sheet on the right hand side and become familiar
with the methods of using the answer sheet.
Step 6: Students must be aware of the Save button in order to save their material.
Step 7: Students must log out of program in order to save all their work.
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Appendix J
ELA Professional Development
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ENGLISH LANGUAGE ARTS
Professional Development

Course

PDP's

1. Teaching and Integrating
Basic Grammar

10

2. Teaching and Integrating
Basic Grammar
(With technology)

10

3. Literary Analysis

12

4. Vocabulary & Reading
Comprehension

10

5. Applying Collins Writing
Strategies to the MCAS Long
Write and Open Response
Questions

10
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Survey Responses of Teachers
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Survey Responses of Academic Support Teachers (N = 7)

Indicator

1
Low

2

Level of Agreement
3
4

5
High

DK/NR

1. I received enough
information about the
1 (14%)
2 (29%)
4 (57%)
tutoring program before
it started.
Comments:
2. There is sufficient
1(14%)
=
3 (43%)
3 (43%)
preparation time prior
to each tutoring session.
Comments: Students come in not knowing what they want, so each time I have to find out what
skills they need to be tutored. We prepare on our own time. Paid prep would be ideal.
3. The student success
1(14%)
1(14%)
5 (71%)
plans provide sufficient
information about
students’ instructional
needs.
Comments: I have never seen a Student Success Plan
4. Other information is
1(14%)
1(14%)
5 (71%)
also available about
students’ instructional
needs
Comments: I have no idea
5. Sufficient materials
7(100%)
are available to support
the tutoring program.
Comments: Taken from DOE website for MCAS review.
6. Materials are
1(14%)
6 (86%)
appropriate for the
students’ instructional
needs.
Comments:
7. Computer assisted
5 (71%)
2 (29%)
instructions is also
provide..
Comments:
8. Where computer
1(14%)
4 (57%)
2 (29%)
assisted instruction is
provided, it is
appropriate for the
students’ instructional
needs.
Comments: Some students do not show up when scheduled.
9. The tutoring starts
1(14%)
1(14%)
5 (71%)
and ends on time.
Comments:
10. Time is not wasted
2 (29%)
5 (71%)
during the tutoring.
Comments:
11. In addition to
7 (100%)
content, students learn
strategies that will be
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helpful for the MCAS.
Comments:
12. Students have a
Question eliminated from tabulation because it is not applicable to tenth
better understanding
grade students.
about to approach the
MCAS test for the
retake.
Comments:
13. Students feel more
1(14%)
1(14%)
4 (57%)
1(14%)
self-confident about
taking the MCAS.
Comments:
14. Students feel
7 (100%)
comfortable asking
questions if there is
anything they don’t
understand.
Comments: Small groups enable this
15. Students are
3 (43%)
4 (57%)
attentive at the sessions
and willing to learn.
Comments:
16. Students do
2 (29%)
1(14%)
1(14%)
2 (29%)
1(14%)
homework and come to
the sessions prepared
Comments: I have not assigned homework.
17. Student attendance
2 (29%)
2 (29%)
3 (43%)
is not a problem.
Comments:
18. Students have
2 (29%)
1(14%)
1(14%)
1(14%)
2 (29%)
difficulty understanding
the English language
required for the MCAS.
Comments:
19. I receive sufficient
1(14%)
1(14%)
4(57%)
1(14%)
supervision and support
from program leaders.
Comments:
100%
20. Students are
1(14%)
5(71%)
1(14%)
appropriately grouped
for instruction.
Comments:
N = Number of Academic Teachers participating in tutoring program.
MCAS = Massachusetts Comprehensive Assessment System Test

Note. From Evaluation of Public Schools Academic Support Program (p. 25), by Z. Samuels, 2006.
(Available from Z. Samuels, 47 Alton Place, Brookline, MA 02446). Adapted with permission.
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Open Ended Responses of Academic
Support Teachers (N = 7)
Open-Ended Questions
If you could change one thing about the
Academic Support program what would it
be?
What are the important strengths of the
program?

What have been the challenges or
weaknesses?

Student Responses
It should have been established earlier
Start earlier in the school year
Student attendance.
Require students to attend in very small groups.
Small groups flourish.
Students enjoy computers as an alternative to
teachers lecture format.
Most kids feel comfortable with TestGEAR.
TestGEAR in library.
The teachers are knowledgeable about MCAS;
computers are used extensively; TestGEAR
program.
Dedicated teachers.
Encouraging more students to participate
Motivating students to come and motivating
some students to stay on task.

If you have used the PLATO Software,
please comment on the effectiveness.

N/A

In your tutoring experience, what
materials have been most helpful?

Past MCAS test selections.
Computer assistance – TestGEAR
MCAS review booklets.
Previous MCAS problems.
Highlighters.
PLATO
Practice answer key forms.
Copies of past MCAS test.
Updated MCAS review booklets.
Creating a wrap-up celebration to reward
participants would be nice.
Should be renewed.
The teachers are ready, willing and able. Too
few students take advantage of the program.

What other materials would you suggest
for the program?

Any other comments about the Academic
Support Program?

Note. From Evaluation of Public Schools Academic Support Program (p. 27), by Z. Samuels, 2006.
(Available from Z. Samuels, 47 Alton Place, Brookline, MA 02446). Adapted with permission.
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Survey Responses of Students
N = 19

Indicator
1. I received enough
information about the
tutoring program before it
started.
2. The tutoring has helped
my academic
performance
3. I have a good
relationship with my
tutor.

1
Low

2

Level of Agreement
3
4

5
High

DK/NR

1 (5%)

6 (32%)

7 (37%)

5 (26%)

3 (16%)

6 (32%)

5 (26%)

2(10%)

3 (16%)

1 (5%)

7 (37%)

3 (16%)

5 (26%)

3 (16%)

4. The tutoring starts and
1 (5%)
5 (26%)
7 (37%)
4 (21%)
2 (11%)
ends on time.
5. I have learned
1 (5%)
2 (11%)
9 (47%)
6 (32%)
1 (5%)
strategies that will be
helpful for the MCAS.
6 I have a better
Question eliminated from tabulation because it is not applicable to
understanding about how tenth grade students.
to approach the MCAS
test for the re-take.
7. I feel more self1 (5%)
8 (42%)
6 (32%)
4 (21%)
confident about taking the
MCAS.
8. I would recommend
4 (21%)
5 (26%) 10 (53%)
this tutoring to other
students who have
difficulty with MCAS.
9. The materials used in
2 (11%)
3 (16%) 11 (57%) 3 (16%)
the tutoring sessions are
helpful.
10. I feel comfortable
1
2 (11%)
2 (11%)
8 (42%)
6 (32%)
asking questions if there
(5%)
is anything I don’t
understand.
11. I am attentive at the
1 (5%)
4 (21%)
7 (37%)
7 (37%)
sessions and willing to
learn.
12. The tutor answers my
1 (5%)
8 (42%) 1 (5%)
9 (47%)
questions in a way that is
helpful to me.
13. The tutor checks to
1
6 (32%)
1 (5%)
9 (47%)
2 (11%)
see if I understand the
(5%)
material.
14. It is easier for me to
1 (5%)
6 (32%)
2 (11%)
9 (47%)
1 (5%)
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learn in a small group
than in a large class.
15. I do homework and
come to the sessions
prepared.
16. I feel that my tutor
cares about my success
on the MCAS.
17. I have trouble
understanding the English
language required of the
MCAS.

Question eliminated from tabulation because most tutors did not
require homework.
2 (11%)

6
(32%)

4 (21%)

4 (21%)

2 (11%)

7 (37%)

9 (47%)

4
(21%)

Note: the positive effects of tutoring on students feelings about MCAS tutoring
N=Number of Students

Note. From Evaluation of Public Schools Academic Support Program (p. 22), by Z. Samuels, 2006.
(Available from Z. Samuels, 47 Alton Place, Brookline, MA 02446). Adapted with permission.
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Open-Ended Responses of Students
(N=19)
Open-Ended Questions
If you could change one thing about the MCAS
tutoring program what would it be?

How do you think you learn best?

What do you like the best about the MCAS
tutoring program? Why?

What do you like the least? Why?

Student Responses
The way it is set up.
They should give us tests.
I wouldn’t change anything
A better program.
Make it more interesting.
More interactive programs.
Pizza every day.
A different website.
I want it to be in a bigger place.
Add more time
Have a few more people at the tutoring.
I learn best by doing the work and having
someone check it for me after I have checked it
myself.
By someone explaining the problem.
With help from friends.
Studying?
With a teacher.
When I’m by myself.
Hands-on-problems.
I learn best with a group of students who really
want to learn.
By example
By group projects and group discussion.
In a small group .
Doing the writing on the long write.
No teachers on your back; better concentration.
I learned more and I get a one on one session.
You get passes to movies and McDonald’s and
pizza.
Being on the computer
The TestGEAR helps you.
The learning process prepares me for MCAS
The help they give you .
Ms.
Is a good teacher.
Learning what to do.
We get to learn new stuff because I like
learning new things.
It was good because she explained it better.
I like the graphs the least because I didn’t
understand some of it.
The tests are kind of hard. It is only one hour
and half.
Teachers that are not helping.
The hot room.
Computer tests take too long.
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The problems.
The work on paper.
When a teacher hovers over you.
It’s after school; it would be cool if during
school.
The time. It finishes too late.

Note. From Evaluation of Public Schools Academic Support Program by Zita Samuels, Spring
2006, Grant Program Fund Code 632 Adapted with Permission
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